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ABSTRACT

The implementation of the No Child Left Behind Act (2001), and the resulting
intense focus on standards and student accountability, has changed the education
environment significantly (Rammer, 2007). Ultimately, the mounting pressures from
federal and state agencies, that all students reach 100% proficiency in reading and math
by the year 2014, have rested on the shoulders of school principals. With so much at
stake, strong leadership has become critical in order for school reform to be effective and
sustained.
A self-administered survey instrument was used to collect quantitative data about
the level to which elementary school leaders, recognized as National Distinguished
Principals during the years 2007,2008, and 2009 by the National Association of
Elementary School Principals (NAESP), agreed on the responsibilities that have the most
signiticant

impact on student achievement when guiding complex change, and how

leadership behaviors have been influenced since the onset of more rigorous high-stakes
standards and accountability measures implemented by the No Child Left Behind Act.
Building on the Mid-continent Research for Education and Learning's (McREL)
21 principal leadership responsibilities and the Balanced Leadership Framework (Waters,
Marzano, and McNulty, 2003), this study explored 11 of the 21 responsibilities
associated with significantly improving student achievement. These 11 "second order"
principal responsibilities were selected based on the difficulty and effort required in
meeting NCLB mandates.

The data suggested that all 11 behaviors identified by Waters, Marzano, and
McNulty (2003) were considered important. However, the three most important
leadership responsibilities, when guiding complex change and improving student
achievement, were, (1) establishing strong lines of communication with and among
teachers and students (Communication); (2) monitoring the effectiveness of school
practices and their impact on student learning (MonitoringEvaluating); and (3) fostering
shared beliefs and a sense of community and cooperation (Culture). Participating
National Distinguished Principals reported their effectiveness in executing the
responsibilities of monitoring and evaluating the curriculum, instruction, and assessment
(MonitoringEvaluating); consciously challenging the status quo, being comfortable in
leading change initiatives with uncertain outcomes, and systematically considering new
and better ways of doing things (Change Agent); staying informed about current research
and theory regarding effective schooling, and continually exposing teachers and staffto
cutting-edge ideas about how to be effective (Intellectual Stimulation); being
knowledgeable about curriculum, instructional, and assessment practices, and providing
conceptual guidance for teachers regarding effective classroom practice (Knowledge of
Curriculum, Instruction, and Assessment), have been the most influenced by the
accountability measures associated with NCLB.
Insights gained by this investigation will provide opportunities for those interested
in educational leadership at the level of the school principal to reflect upon. Identlfyig
and examining the practices of nationally recognized elementary school principals
contributes to the growing knowledge of the leadership responsibilities and behaviors
demonstrated by effective principals; provides implications for future principal

development, preparation, training, and hiring practices; and helps principals do a better
job in their role as instructional leaders, which may ultimately have a positive impact on
student achievement.
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CHAPTER I

INTRODUCTION

Facing one of the most rigorous student accountability and standards movements
in United States history, the role of the principal is changing. What was once considered
a position of management and authority has transitioned into one of leadership and
collaboration. As education reforms such as No Child Left Behind are developed,
implemented and, in many cases, imposed upon schools, what is the principal's role in
meeting these new requirements? This research was conducted to discover the practices
of high-performing elementary school leaders that were designated as "exemplary" by the
National Association of Elementary School Principals (NAESP). Identification of these
behaviors could provide implications for future principal development, preparation,

.

training, and hiring practices; and help serve as a guide for current administrators faced
with the challenges of increased scrutiny and demands for improved student performance.
The first chapter presents the background of the study, specifies the problem, describes
its significance, and presents a brief overview of the methodology used. The chapter
concludes by noting some limitations of the study.

Background of the Study

The 1966 publication of Equality of Educational Opportunity, also referred to as
The Coleman Report, is often cited as a catalyst for research on student achievement and

effective schools. This study, conducted primarily by James Coleman at the direction of
Congress, revealed startling evidence of disparities in achievement between children of
different races and economic status. These discrepancies led Coleman to declare that
access to schooling, as well as school quality, did not necessarily ensure satisfactory
results in student learning. He concluded that student achievement had little to do with
the schools' class size, textbooks, physical plant, and teacher experience; but, rather, was
attributed to factors such as the student's natural ability or aptitude, the socioeconomic
status of the student, and the student's home environment (Coleman, 1966).
In response to Coleman's findings, researchers began to challenge the assumption

that differences among schools had little effect on student achievement (Weber, 1971;
Edmonds, 1979). By analyzing schools that were successful in educating all students
regardless of their socioeconomic status or family background, new discoveries on school
effectiveness began to emerge. This body of research indicated that all children could
learn and it is the school that controls the factors necessary to assure student mastery of
the core curriculum (Levine and Lezotte, 1990). Studies also began identifying the
common characteristics of effective schools such as strong leadership, a sense of mission,
effective instructional behaviors, high expectations, frequent monitoring of achievement,
and operating in a safe and orderly manner (Edmonds, 1978).
Over the past several decades, pressure for education reform to improve student
achievement has steadily increased. In 1983, under the direction of President Ronald
Reagan, the National Commission on Excellence in Education looked into the quality of
teaching and learning in the public schools. Their report, entitled A Nation at Risk, was
created with the preface: "All, regardless of race or class or economic status, are entitled

to a fair chance and to the tools for developing their individual powers of mind and spirit
to the utmost". This promise means that all children by virtue of their own efforts,
competently guided, can hope to attain the mature and informed judgment needed to
secure gainful employment, and to manage their own lives, thereby serving not only their
own interests but also the progress of society itself (National Commission of Excellence
in Education, 1983).
The Commission outlined the poor state of affairs within the K-12 environment.
It proclaimed, "The educational foundation of our society is presently being eroded by a
rising tide of mediocrity" (p.1). It also warned that individuals who do not obtain the
levels of skill, literacy, and training essential for modem-day living will be
disenfranchised from material rewards that accompany competence and lose the chance
to participate fully in our national life. These conclusions helped push the United States
towards the current system of standards and accountability. However, despite
successfully documenting the need to improve the American school system, the authors
failed to recognize the integral leadership role of principals (National Commission of
Excellence in Education, 1983).
The federal legislation, Goals 2000: Educate America Act, led the effort toward
ensuring the academic progress of the nation's public school students. Under the
direction of President William Clinton, it set out to improve learning and teaching by
providing a national framework for education reform; to promote the research, consensus
building, and systemic changes needed to ensure equitable educational opportunities and
high levels of educational achievement for all students; to provide a framework for

reauthorization of all Federal education programs; and to promote the development and

adoption of a voluntary national system of skill standards and certifications (U.S.
Department of Education, 2000). Like prior presidential initiatives, Clinton's education
plan specifically targeted student achievement, but omitted any references to the
importance of the principal in guiding the accomplishment of stated outcomes.
Both A Nation at Risk and the Goals 2000: Educate America Act focused on
improving the educational system, increasing student achievement, and creating a belief
that all students can, will, and must learn. These reforms did not include instructional
leadership as an important factor. However, beginning with the No Child Left Behind
Act, the role of the principal started to change. No longer was an initiative just about
what needed to be done, but significance was placed on how to do it. This shift in
thinking began to spotlight the role of principal leadership and its importance for reforms
to be successfully implemented (Fullan, 2003).
In 2001, President George W. Bush produced what was arguably the most
comprehensive education reform to date, the No Child Left Behind Act (NCLB). This
legislation states, as its main objective, "to close the achievement gap with
accountability, flexibility, and choices so that no child is left behind" (Public Law 107110, 107" Congress, 2002). While federal policy has consistently sought to enhance
educational opportunity for disadvantaged children, NCLB articulates a precise formula
for ensuring "that all groups of students including low-income students, students kom
major racial and ethnic groups, students with disabilities, and students with limited
English proficiency reach proficiency within 12 years" (U.S. Department of Education,
2002, p.5).

In a speech delivered on March of 2007, President Bush warned that without the
accountability provisions of the NCLB, principals might mislead the local communities
into believing that their schools are being more successfd than they truly are. He also
stated that it was important for the people to fully understand how their school was doing
relative to other schools.
Under the guidelines established by NCLB, the number of failing schools may
increase dramatically. States have addressed the task of turning around these institutions
in a variety of ways. Some have taken them over, sent teams of experts in to provide
assistance, and awarded control to private sector education management companies.
Despite each one of these strategies required by NCLB being implemented in several
states, none have worked consistently to improve student achievement (Brady, 2003).
As states initiate these numerous reform efforts, a number of reports emphasize
that they will fall short without an effective instructional leader at the helm of every
school (Fullan, 2002; Institute for Educational Leadership, 2000; Leithwood, Loius,
Anderson and Wahlstrom, 2004; Malone and Caddell, 2000; Protheroe, 2005; McREL,

2001; SREB, 2003). In this era of increased accountability and high-stakes testing,
school district administrators continue to search for ways to meet expectations and ensure
that students have the skills they will need to compete and be successful in a continuously
changing and more demanding future job market (Institute for Educational Leadership,

2000; Fleming, 2004).
Studies have begun investigating effective schools and sound leadership (Covey,

1990; Lezotte, 1991; Bolman and Deal, 2001; Collins, 2001; Kouzes and Posner, 2002;
Witziers, Bosker, and Kruger, 2003; Leithwood, Louis, Anderson, and Wahlstom, 2004;

Marzano, Waters, and McNulty, 2005). The research indicates that this relationship has a
positive impact on an organization to improve, and views the principal as a key factor in
school success (Edmonds, 1979; Cotton, 2003; Leithwood, Louis, Anderson, and
Wahlstrom, 2004; Barton, 2005).
The former Secretary of the United States Department of Education, Richard
Riley, said, "The principalship is a position that is absolutely critical to educational
change and development. A good principal can create a climate that can foster
excellence in teaching and learning, while an ineffective one can quickly thwart the
progress of the most dedicated reformers" (Educational Research Service, 2000, p.13).
Bjork and Ginsberg (1995) asserted that excellent schools simply cannot exist without
exceptional leaders.
Leadership can provide the key leverage to successfully meet the major
challenges facing our nation's schools. "Effective leaders are critical if all students are to
achieve at high levels" (Southern Regional Education Board, 2003). In an article about
the kind of leadership that is needed for school reform, Protheroe declared, "Principals
are at the center.. .their leadership is key to successfully navigating change" (2005).
Waters, Marzano, and McNulty (2003) synthesized over 5,000 studies on the
effects of principals' leadership behavior and practices on student achievement. Based
on the results of their analysis, the researchers found a statistically significant, positive
correlation between effective principals and student achievement. Hence, they concluded
that principals' behaviors and practices matter. Although this research only focused on
the role of principal, the largest-ever quantitative meta-analysis study of superintendents
conducted by Waters and Marzano in 2006 resulted in similar findings. Their

investigation revealed a significant statistical correlation between the role of the
superintendent and student achievement.
With the growing body of evidence of the impact of principal leadership on
student achievement, many studies have identified important principal leadership
responsibilities (Gronn, 2002). However, most of this research does not distinguish
between which principal behaviors are important, versus essential, to improving student
achievement. For example, the Interstate School Leaders Licensure Consortium and the
National Policy Board for Educational Administration listed 3 1 indicators for school
leaders (2008). Needless to say, with no guidance as to which practices take priority,
these behaviors could become overwhelming (Waters and Grubb, 2004).
As the quality of leadership in schools becomes more important than ever, the
criticisms of university and college education training programs have escalated. In 2006,
a study conducted by the Wallace Foundation indicated that most states do not have the
school leadership programs that develop the essential abilities necessary for today's
principals. Moreover, the study highlighted the fact that the majority of preparation
programs focus on law, finance, and evaluation, rather than on concepts of academic
improvement.
With the increasingly complex demands and challenges confronting principals,
one way to make a seemingly impossible job more manageable is to achieve clarity on
what behaviors and practices are the most important (The Wallace Foundation, 2003).
By determining the most essential responsibilities associated with student achievement, a
principal could better focus their efforts and prioritize the demands of the job.

Statement of the Problem
School districts throughout the nation are struggling to reform and renew their
elementary schools in the midst of mounting pressures from state and federal agencies.
During the 2007-08 school year, nearly 30,000 schools in the United States failed to
make adequate yearly progress as defined under the No Child Left Behind Act (NCLB).
This reflects an increase of 28%, as compared to schools the previous year (Hoff, 2009).
Under No Child Left Behind, the most important factors in determining whether a
school makes adequate yearly progress (AYP) are scores on reading and mathematics
assessments. These high-stakes tests are administered annually to children to assess
performance on state-adopted curriculum standards. To make AYP, a school must meet
achievement guidelines for its student population as a whole, as well as for each
demographic subgroup. These groups include racial and ethnic minorities, students with
disabilities, and those who are eligible for services as English-language learners. AYP
targets are set by each state based on meeting the law's overall goal that all students be
proficient in reading and math by 2014.
Over half of the 30,000 schools that failed to make adequate yearly progress have
missed their achievement goals for two or more years. This translates to one out of five
of our nation's public schools at some stage of the federally mandated process designed
to improve student achievement (Hoff, 2009). State and federal sanctions for schools
failing to meet improvement requirements for consecutive years include the possibility of
losing federal funds and replacement of the principal.

With so much at stake, the principal's role in meeting adequate yearly progress is
of vital importance. As a result, it has become imperative that further empirical evidence
on the relationship between principals' actions and student achievement be conducted.

Purpose of the Study
The purpose of this research was to explore the perspectives of school leaders
designated as "exemplary" by the National Association of Elementary School Principals
(NAESP). Specifically, the study examined the behaviors and practices of public
elementary school principals from across the nation that are considered to impact student
achievement.
It is hoped that the insights gained by such an investigation will provide
opportunities for those interested in educational leadership at the level of the school
principal to reflect upon. Identifying and examining the practices of nationally
recognized elementary school principals contributes to the growing knowledge of the
leadership responsibilities and behaviors demonstrated by effective principals; provides
implications for future principal development, preparation, training, and hiring practices;
and helps principals do a better job in their role as instructional leaders, which may
ultimately have a positive impact on student achievement.

Signif~canceof the Study
This study is significant because the data adds to the existing literature on
leadership characteristics that positively impact student achievement. The perceptions of
nationally recognized principals could help guide those leaders working in lower-

performing elemen-

schools to improve. Information could be drawn from this

research to assist districts with tailoring future professional development for
administrators. It could influence the hiring criteria for new principals. In addition, these
findings may have significance for state lawmakers regarding potential new regulations
for certification of administrative leaders, as well as serve as a resource to administrative
preparation programs of higher education institutions.

Conceptual Framework
The Mid-continent Research for Education and Learning (McREL) analyzed
studies conducted over a 30 year period on the effects of leadership responsibilities on
student achievement. Their research identified 21 leadership behaviors and practices that
were significantly associated with student achievement (Waters, Marzano, and McNulty,
2003). They are the extent to which the principal:

1. Recognizes and celebrates school accomplishments and acknowledges
failures. (Affirmation)
2. Is willing to, and actively challenges, the status quo. (Change Agent)

3. Recognizes and rewards individual accomplishments. (Contingent Rewards)
4. Establishes strong lines of communication with teachers and among students.

(Communication)
5. Fosters shared beliefs and a sense of community and cooperation. (Culture)

6. Protects teachers from issues and influences that would detract from their
teaching time and focus. (Discipline)

7. Adapts leadership behaviors to the needs of the current situation and is
comfortable with dissent. (Flexibility)
8. Establishes clear goals, and keeps those goals in the forefront of the school's

attention. (Focus)

9. Communicates and operates from strong ideals and beliefs about schooling.
(IdealsIBeliefs)
10. Involves teachers in the design and implementation of important decisions and

policies. (Input)
11. Ensures that faculty and staff are aware of the most current theories and
practices, and makes the discussion of these a regular aspect of the school's
culture. (Intellectual Stimulation)
12. Is directly involved in the design and implementation of curriculum,

instruction, and assessment practices. (Curriculum, Instruction, and
Assessment)
13. Is knowledgeable about current curriculum, instruction, and assessment

practices. (Knowledge of Curriculum, Instruction, and Assessment)
14. Monitors the effectiveness of school practices and their impact on student

learning. (MonitorsEvaluates)
15. Inspires and leads new and challenging innovations. (Optimizer)

16. Establishes a set of standard operating procedures and routines. (Order)
17. Is an advocate and spokesperson for the school to all stakeholders. (Outreach)
18. Demonstrates an awareness of the personal aspects of teachers and staff.

(Relationship)

19. Provides teachers with materials and professional development necessary for
the successful execution of their jobs. (Resources)
20. Is aware of the details and undercurrents in the running of the school, and uses
this information to address current and potential problems. (Situational
Awareness)
21. Has quality contact and interactions with teachers and students. (Visibility)

These results were translated into a balanced leadership framework, which
describes the knowledge, skills, strategies, and tools leaders need to positively impact
student achievement. The theoretical framework of this study references the application
of McREL's identified responsibilities.

Research Questions

The following questions guided this research:

1. Which leadership responsibilities and behaviors, identified by Waters,
Marzano, and McNulty (2003), do elementary school leaders, recognized as
National Distinguished Principals during the years 2007,2008, and 2009 by
the National Association of Elementary School Principals, consider most
important when meeting the rigorous high-stakes standards and accountability
measures implemented by the No Child Left Behind Act?

2. How have the rigorous high-stakes standards and accountability measures
implemented by the No Child Left Behind Act influenced elementary school
leaders, recognized as National Distinguished Principals during the years
2007,2008, and 2009 by the National Association of Elementary School
Principals, in their effectiveness to execute the leadership responsibilities and
behaviors identified by Waters, Marzano, and McNulty (2003)?

Design and Procedures

This study examined the perspectives of perceived successful elementary school
principals from across the nation. Principal success was determined as school leaders
recognized as National Distinguished Principals during the years 2007,2008, and 2009
by the National Association of Elementary School Principals (NAESP).
Recipients of the National Distinguished Principals award are acknowledged for
achieving education excellence by establishing high expectations for student learning and
teacher performance. Specific criteria include the implementation of core curriculum
content standards, focus on student learning, parent and community involvement in the
school, business community involvement in the school, and creative leadership that
empowers others and promotes improved student results. This recognition is one of the
highest praises a principal can receive from his or her peers in the profession. Recipients
serve as role models to current and prospective school leaders throughout the nation and
the world.
The conceptual design suggests that the knowledge, skills, strategies, and tools
leaders need to positively influence student achievement have been identified. Building

on the Mid-continent Research for Education and Learning's (McREL) 21 principal
leadership responsibilities and the Balanced Leadership Framework (Waters, Marzano,
and McNulty, 2003), this study explored 11 of the 21 responsibilities associated with
significantly improving student achievement.
A self-administered survey instrument was used to collect quantitative data about

the level to which principals agreed on the responsibilities that have the most significant
impact on student achievement when guiding complex change, and how leadership
behaviors have been influenced since the onset of more rigorous high-stakes standards
and accountability measures implemented by the No Child Left Behind Act. Additional
demographic questions intended to produce specific data about the respondents and their
schools were also examined for patterns, consistencies, and variations.
Descriptive statistics were generated on each of the individual items comprised in
the research questions. These descriptive statistics include the mean scores and
frequency distributions of responses. In addition, Pearson Product-Moment Correlation
coefficients were calculated to determine the extent of relationships among the variables.

Limitations of the Study

This dissertation served to add to the current research on school principals and
their influence on student achievement. However, caution must be used when making
generalizations based on the fmdings of this study, as delimitations and limitations apply.

The researcher imposed the following delimitations:

1. The study was limited to school leaders recognized as National Distinguished
Principals by the National Association of Elementary School Principals
(NAESP) during 2007,2008, and 2009.
2. Each principal had to be active during the year in which helshe was named a
National Distinguished Principal.

3. To be eligible for the award, an individual had to serve in a leadership
capacity for a minimum of five years.
4. Only principals working in public institutions within the United States were

included.

5. The study dealt exclusively with the perceptions of principals at the
elementary school level.

6. The only variables studied were the perceptions of National Distinguished
Principals, the Mid-continent Research for Education and Learning's
(McREL) 1 1 "second order" responsibilities associated with improving
student achievement, and demographic data about the principals and their
schools.

7. Data was collected from one survey instrument using the Mid-continent
Research for Education and Learning's (McREL) 11 "second order"
responsibilities of a school leader to improve student achievement in meeting
the rigorous high-stakes standards and accountability measures implemented
by the No Child Left Behind Act.

The researcher also noted the following limitations of the study:

1. Participants' responses were self-reported and representative of individual
experiences with past and currentjob responsibilities.
2. Data was collected through a survey.

3. Differences in populations, socioeconomic factors, practices, and policies in
the school surveyed may lead to different findings with regard to the questions
addressed in this study.

4. Findings from this study may not be generalized to any group other than the
principals selected.
5. The small sample size affects the ability to create generalizations to the larger

public.

The researcher makes the following assumptions:
1. The survey instrument is an accurate measure of perceptions regarding the
essential behaviors and practices of school leaders associated with student
achievement.
2. Subjects will respond accurately and honestly to the survey.

3. Data received from the National Association of Elementary School Principals
(NAESP) is accurate.

Definition of Terms

Some of the following terms have been specifically defined by the researcher for
the purposes of this study; others are defined in the literature, and these sources are cited.

1. Adequate Yearly Progress (AYP) - Targets set by each state based on meeting
the No Child Left Behind Act's overall goal that all students be proficient in
reading and math curriculum standards by 2014. The most important factors
in determining whether a school makes AYP are scores on high-stakes reading
and mathematics assessments administered annually to children. To make
AYP, a school must meet achievement guidelines for its student population as
a whole, as well as each demographic subgroup. These groups include racial
and ethnic minorities, students with disabilities, and those who are eligible for
services as English-language learners.

2. Failing Schools - Schools not making adequate yearly progress (AYP).

3. Leadership Behaviors and Practices - The Mid-continent Research for
Education and Learning (McREL) identified 21 leadership behaviors and
practices that describe the knowledge, skills, strategies, and tools leaders need
to positively impact student achievement (Waters, Marzano, and McNulty,
2003).

4. Mid-continent Research for Education and Learning (McREL) - A nationally
recognized nonprofit organization created to help educators bridge the gap
between research and practice. McREL draws upon the best of four decades
of education research to create practical, user-friendly products that help

educators create classrooms that provide all students with opportunities for
success.

5. National Association of Elementary School Principals (NAESP) - Established
in 1921, this group serves over 30,000 elementary and middle school
principals in the United States, Canada, and overseas. NAESP leads in the
advocacy and support for elementary and middle-level principals and other
education leaders in their commitment to all children.

6. National Distinguished Principals Award - Established in 1984, in cooperation

with the U.S. Department of Education, this annual program honors
elementary and middle-level principals from schools who have successfilly
provided high quality learning opportunities for students. This award is based
on the premises that the quality of a child's educational experience is
determined primarily by the principal who is the school's educational leader;
that recognition of outstanding principals is a powerful incentive in promoting
pride in accomplishment and determination to pursue excellence; and that
achievement of educational excellence occurs when the school principal
establishes high expectations for student learning, teacher performance, and is
willing to take risks to accomplish these ends.

7. No Child Left Behind (NCLB) - Legislation signed into law in 2001 by
President George W. Bush. Its main objective is "to close the achievement

gap with accountability, flexibility, and choices so that no child is left behind"
(Public Law 107-110,107" Congress, 2002). NCLB articulates a precise
formula for ensuring ''that all groups of students including low-income
students, students from major racial and ethnic groups, students with
disabilities, and students with limited English proficiency reach proficiency
within 12 years" (U.S. Department of Education, 2002, p.5).

8. Principal - An individual responsible for the overall operation of their schools,
including leading and managing staff and students. Ensures that all
requirements of the accountability system are accomplished, and that goals are
met or exceeded. Hired by the Superintendent and Board of Education.

9. Principal Characteristics - Variables such as gender, age, education level, and

total leadership experience were examined to determine if there is a
relationship between these demographic factors and the behaviors and
practices of principals.

10. Public Elementary School - A tuition-free and non-profit institution dedicated
to providing the first six years (K-5) of a child's formal education. Programs
and activities are operated by publicly elected or appointed school officials. It
receives public funds, such as taxes as primary support, and is regulated by
the state.

11. School Characteristics - Variables such as school size, socioeconomics, and
student population composition were examined to determine if there is a
relationship between these demographic factors and the behaviors and
practices of principals.

Summary

Chapter I presents the background of the study, specifies the problem, describes
its significance, and presents a brief overview of the methodology used. The chapter
concludes by noting some limitations of the study. A review of research and literature is
presented in Chapter 11. This section includes theory and a historical perspective on the
relationship between instructional leadership and student achievement. It also considers
the new environment of accountability and looks at the studies that have been done on
effective schools. Chapter I11 provides a description of the research design, including the
participants, strategies employed to answer the research questions, methodology for data
collection and analysis, and instrumentation used in the present study. The results of the
investigation are presented in Chapter IV. A detailed statistical analysis of the data and
an interpretation of the descriptive findings that link to the research questions are
included. A summary of the research, its limitations, and implications for further study
are discussed in Chapter V. Connections are made between prior research, current
findings, and future research.

CHAPTER I1

REVIEW OF RELATED LITERATURE

The chapter begins by examining the influence of a student's home background,
socioeconomic status, and ethnic group, as determinants of school success. It then
reviews literature on school effectiveness that challenges the assumption that differences
among schools have little effect on student achievement. Anhistorical review of
education reform over the past several decades is summarized to demonstrate the current
rise in pressure and accountability to improve student achievement. The chapter
concludes with a look at the building principal as the key to the school's ability to
improve student performance.

Do Schools Impact Student Achievement?
Early research conducted in the 1960s and 1970s attributed the main reason for
school success to be the family background of the student. These findings suggested that
educators had little hope of overcoming the barriers of poverty or a parent's lack of
education (Coleman, 1966), and gave support to those who thought schools don't make a
difference.
For the next two decades, research was undertaken to identify schools where
students were achieving well beyond expectations based on socioeconomic comparisons
with other students (Jansen, 1995). These studies referred to as the "Effective Schools

Movement" (Edmonds, 1979) produced characteristics or "correlates" thought to
distinguish successful schools from less effective ones (Lezotte, 1991, 1992,2001). This
research challenged the assumptions that educators' hands were tied and that poor
children were destined for failure (Berliner, 2006).
Efforts to ensure uniform high levels of educational attainment by all children
were uncertain, based on the evidence that schools made little to no difference in the
achievement of students (Marzano, Pickering, and Pollack, 2001). One of the earliest
studies to advance this idea, entitled Equality of Educational Opportunity, was conducted
in 1966 and became known as the Coleman Report named afier its primary author, James
Coleman.
The Coleman Report is widely considered to be the most important education
study of the 20th century (Kiviat, 2000). Coleman's research transformed how educators
think about the purpose of education, and significantly reshaped the policy arena (Wong
and Nicotera, 2004).
At the time, the Coleman Report was the second largest social science research
study ever conducted in the United States. The project design included a sample of
600,000 students, 60,000 teachers, and 4,000 schools across the nation. Unlike previous
research that focused only on what was going into the school system like the quality of
textbooks, Colman evaluated what was coming out in the form of student performance
using test scores.
The original goal of this study was to "document differences in the quality of
education available to different groups in the population, especially to racial minorities"
(Burtless, 1996). Coleman had two expectations upon beginning his report. He thought

the schools that Black children attended had far less adequate resources than the schools
that White children attended, and that the resources schools received made a big
difference in student achievement.
The Coleman Report found several significant

results that changed the notion of

equal educational opportunities. First, it discovered that school resources, including
facilities, cumculum, and teacher quality, which are the major variables by which
attempts are made to improve schools, do not show statistically significant effects on
student achievement. Second, the student's home background, socioeconomic status, and
ethnic group were found to be the primary determinants of school success (Coleman,

These were the same findings of Harvard researcher Christopher Jencks in his
book, Inequality: A Reassessment of the Effects of Family and Schools in America
(1972). He also concluded that achievement is primarily a function of family
background. The study found no direct relationship between spending more money on
education and increased student performance. Jencks wrote that "most differences in test
scores are due to factors that schools do not control" (p.109).
Educational psychologist Arthur Jensen published an essay in 1969, entitled How
Much Can We Boost LQ. and Scholastic Achievement? His research focused on genetics
and its impact on intelligence. Jensen claimed intelligence was fundamentally an
inherited trait, determined predominantly by genetic factors rather than by environmental
conditions. He suggested from his data, that White Americans were more intelligent than
African Americans. Jensen did not believe that individual differences in learning
between White and Black students were a result of poverty, upbringing, or parents' lack

of education. However, like Coleman and Jenks, he believed student achievement could
not be remedied by formal schooling (Jensen, 1969).
These reports were the catalysts of the creation of compensatory education. The
federal government began the so-called "war on poverty" by offering unprecedented
amounts of money for school improvement efforts. Programs were provided for
disadvantaged children, and were chiefly funded through Title I of the Elementary
Secondary Education Act (ESEA).
In 1994, Hanushek summarized the results of 112 studies which examined school
inputs such as per pupil expenditures, pupil-teacher ratio, teacher salaries, teacher years
of experience, and school facilities; and their relationship to outcome variables such as
student achievement on standardized tests. He concluded, as Colman did, that there is
little reason to believe that the purchased inputs have a consistent impact on improving
student achievement.
Researchers today continue to demonstrate that, in some cases, as little as 6% of
the variation in student achievement is attributable to within-school factors (Klinger,
2000). In light of these conclusions, it could imply that schools cannot overcome the
disadvantages that some students bring, and that efforts to improve educational outcomes
for children are a waste of time and resources.

Effective Schools

In response to the findings of earlier researchers such as Colman and Jenks,
studies began being conducted to identify schools that were effective, regardless of
background factors such as a parents' educational and socioeconomic level. These

investigations resulted in the discovery of several common characteristics of effective
schools and began to challenge the previous conclusions that family income andor ethnic
status were much stronger determinants of student performance than school controllable
factors such as climate and instruction.
Ronald Edmonds conducted, as well as studied, extensive research on what makes
an effective school. In 198 1, he analyzed reading and math standardized test data on
inner-city children who attended schools with high minority and/or poor student
populations. He also reanalyzed Coleman's 1966 Equal Educational Opportunity survey
data, and concluded that pupil family background neither causes nor precludes
elementary school instructional effectiveness. Based on his research, Edmonds believed
that ineffective schools could increase student achievement in spite of students' family
background and/or socioeconomic status.
According to Edmonds, successful schools have a climate of high expectations in
which all personnel seek to be instructionally effective and no children are allowed to fall
below minimum achievement levels. Effective schools are likely to have clear goals
which are related to improved student achievement, high teacher and parent expectations
for student achievement, and a structure that supports student learning. Edmonds also
said that in effective schools it is clear that the acquisition of basic reading, language, and
math skills take precedence over all other school activities. If necessary, energy and
resources are diverted from other business to further the main objectives of the school,
that is, the acquiring of basic skills. Finally, effective schools frequently monitor student
progress by classroom assessments and standardized tests in order to relate instructional

objectives to student progress. Edmonds (1982) listed the following characteristics of an
effective school:
The principal's leadership and attention to the quality of instruction.
Pervasive and broadly understood instructional focus.

An orderly, safe climate conducive to teaching and learning.
Teacher behaviors that convey the expectation that all students are expected to
obtain at least minimum mastery.
The use of measures of pupil achievement as the basis for program evaluation.

According to a study conducted by Mortimore and Sammons (1987), "effective
schools tend to raise up the performance of all students irrespective of their sex, social
class, or race" (p.6). The evidence from this study indicated, "on average a student from
a blue collar worker's family attending an effective school achieved more highly than one
from a white collar family background attending one of the least effective schools" (p.6).
Levine and Lezotte (1990) researched schools for more than thirty years. They
both believe that the body of research is clear, that all children can learn and it is the
school that controls the factors necessary to assure student mastery of the core
curriculum. Their research identified seven correlatives common in the schools
considered most effective.
Safe and orderly environment - There is an orderly, purposeful, businesslike
atmosphere, which is free from the threat of physical harm. The school
climate is not oppressive and is conducive to teaching and learning.

Climate of high expectations for success - There is a climate of expectations

in which the staff believes and demonstrates that all students can attain
mastery of the essential school skills, and they believe that they have the
capability to help all students attain mastery.
Instructional leadership - In the effective school, the principal acts as an
instructional leader and effectively and persistently communicates that
mission to the staff, parents, and students. The principal understands and
applies the characteristics of instructional effectiveness in the management of
the instructional program.
Clear and focused mission - There is a clearly articulated school mission
through which the staff shares an understanding of a commitment to the
instructional goals, priorities, assessment procedures and accountability. Staff
accepts responsibility for students' learning of the school's essential curricular
goals.
Opportunity to learn and student time on task - Teachers allocate a significant
amount of time to instruction in the essential skills. For a high percentage of
this time, students are engaged in whole class or large group, planned teacherfacilitated, learning activities.
Frequent monitoring of student progress - In the effective school, student
academic progress is measured frequently. A variety of assessment
procedures are used to improve individual student performance, and also to
improve the instructional program.

Home-school relations - Parents understand and support the school's basic
mission and are given the opportunity to play an important role in helping the
school to achieve this mission.

Researchers Scheerens and Bosker (1997) reviewed a variety of school reform
initiatives in the 1990s. In their

Foundations of Educational Effectiveness,

they came up with eight

successful schools. The characteristics they

identified were:
0

Monitoring
Focus on achievement

0

Parental involvement
Creating a
Focused curriculum
Strong leadership

0
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Cooperative working enviro
Time on task
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reform research studies done in the
Teitelbaum). The common
Commitment to
Small learning environments
Structured

ent

300 of the most comprehensive school
five years wisher, Emanuel, and
identified were as follows:

Professional development focused on instruction.
8

Career and higher education counseling.
Flexible, relevant segments of instruction.
Assessments on what students can do.
Partnerships with higher education.

8

Support alliances with parents and community.

Payne and Biddle studied the effects of school funding on math achievement.
Contrary to the findings of Jenks, their results suggest that school achievement is tied
significantly to differences in the level of funding. They called the myth that funding
does not matter absurd (Payne and Biddle, 1999).
In 2000, the International Center for Leadership in Education did an analysis of
five models of high-achieving schools. They studied the 90-90-90 Schools, No Excuses
Schools, Benchmark School Study, the Hope for Urban Education study, and the Beating
the Odds study. After reviewing the characteristics of each of these major initiatives
found to be central to student success, they established the following effective elements:
A commitment to a rigorous and relevant curriculum for all students.

Implementation of a testing program that evaluated both students' conceptual
knowledge and their ability to apply knowledge.
A focused and sustained staff development program.

Commitment to addressing the issue of student behavior.
Willingness to make organizational changes for the benefit of students.

Summarizing 30 years of research on the characteristics of highly effective
schools, Taylor (2002) concludes that effective schools have:
A clearly stated and focused mission.

A safe and orderly climate.
High expectations for students, teachers, and administrators.
Opportunities to learn and high levels of student time-on-task.
Instructional leadership by all administrators.
0

Frequent monitoring of student progress.

A positive home/school relationship.

Robert Marzano, in his book, What Works in Schools: Translating Research into
Actions (2003), identified the five characteristics for successful schools as:
Guaranteed and viable curriculum
0

Challenging goals and effective feedback
Parent and community involvement
Safe and orderly environment
Collegiality and professionalism

The Bill and Melinda Gates Foundation (2005) completed an extensive review of
school reform research (American Institutes for Research and SRI International). They
identified the most important components of high-achieving schools as:
Common Focus - Staff and students are focused on a few important goals.
The school has adopted a consistent research-based instructional approach

based on shared beliefs about teaching and learning. The use of time, tools,
materials, and professional development activities are aligned with instruction.
High Expectations - All staff members are dedicated to helping every student
achieve state and local standards; all students are engaged in an ambitious and
rigorous course of study; and all students leave school prepared for success in
work, further education and responsible citizenship.
0

Personalized - The school is designed to promote powerful, sustained student
relationships with adults. Schools are small and personalized so that staff and
students can work closely together.
Respect and Responsibility - The environment is authoritative, safe, ethical,
and studious. The staff teaches, models, and expects responsible behavior and
relationships are based on mutual respect.
Time to Collaborate - Staff has time to collaborate and develop skills and
plans to meet the needs of all students. Parents are recognized as partners in
education. Partnerships are developed with businesses in order to create
relevance and work-based opportunities, and with institutions of higher
education, to improve teacher preparation and induction.
Performance Based - Students are promoted to the next instructional level
only when they have achieved competency. Students receive additional time
and assistance when needed to achieve this competency. Data-driven
decisions shape a dynamic structure and schedule.
Technology as a Tool - Teachers design engaging and imaginative curriculum
linked to learning standards, analyze results, and have easy access to best

practices and learning opportunities. Schools publish their progress to parents
and engage the community in dialog about continuous improvement.

When discussing effective schools and their characteristics, it's important to
remember that there is no silver bullet that guarantees that every student will be
successful (Miller, 2003). However, now more than ever, there are consistencies in the
research that provides guidance about the characteristics of effective schools. These
findings are a strong and validated source to help maximize school and student
performance.
While each researcher has generated a different set of descriptors that characterize
effective or excellent schools, one variable always emerges as critically important: the
leadership abilities of the building principal, particularly in the instructional arena can
have a dramatic effect on student achievement (King, 2002).
Since principal leadership skills are reported to be an important key to successful
schooling, understanding the ways in which they deal with existing problems in their
schools and their ability to address these problems, in light of current educational
reforms, becomes crucial. In addition, more detail is needed on the specific training
required by principals to become effective leaders and successfully implement the
associated strategies that lead to success.

Education Reform

In the past several decades, pressure for education reform to improve student
achievement has steadily increased. This is a reaction to the perceived threat that

America youth would not be able to compete in a global economy (West and Peterson,
2003).
The rapid technological growth of the Twentieth Century, as well as the political
and economic changes that have occurred, helped shape a new world. Critics of the
nation's system of public education concluded that America's schools had failed to keep
current with learning, just as they bad prior to Sputnik (National Commission of
Excellence in Education, 1983).
A major milestone in educational reform appeared in 1983 with the document of

A Nation at Risk. Published by the federal government, the report communicated a stark
warning that the United States was a country in jeopardy. It indicated that the future
economic well-being of the country was linked to the educational performance of the
nation's school children (National Commission of Excellence in Education, 1983). It
proclaimed, "the educational foundation of our society is presently being eroded by a
rising tide of mediocrity" (p.1).
The report outlined the poor state of affairs within the K-12 environment, from
low basic comprehension rates to high dropout rates. The document suggested that
students from other industrialized countries, such as Germany and Japan, had higher
levels of student achievement. Consequently, it was assumed if the United States could
raise its educational performance, its economic performance would also rise. A Nation at
Risk pushed the nation further towards accountability by raising educational issues higher
on state political agendas.
These concerns led to notable education reform legislation such as the Goals
2000: Educate America Act. Goals 2000 sought to correct the failures by setting national

and uniform standards, as well as a means of assessment (United States Department of
Education, 2000). According to Cohen (1995) this set an ambitious agenda which
"aimed to create a new guiding framework for public education that would focus on
demanding academic standards and assessments and tighten the links between standards,
curriculum, assessment, and instruction" (p.751).
School reform has come with ever-increasing calls for accountability. Most often,
this has unfolded in the use of formal standardized testing of students. Following the
release of A Nation at Risk, high-stakes assessments have become widespread as a way
to raise and maintain high standards, as well as to measure a school's success.
As a revision to the Elementary and Secondary Education Act (ESEA) of 1965,
the No Child Left Behind Act (NCLB) was signed into law by President George W. Bush
in 2002. As reflected in the title, the goal of leaving no child left behind was to raise the
level of achievement for all students and to reduce the gap in performance of students
from different backgrounds (Abrams, 2004). Each and every child should have equal
access to a quality public school education (United States Department of Education,
2002).
This legislation represented a major change in the way schools were held
accountable. NCLB made the national government a prominent player in the effort to use
high-stakes accountability to drive school improvement. It is regarded by many as the
most significant federal education policy initiative in a generation.
NCLB places high standards on all public schools. It bases the measurement of
student, teacher, principal, school, and district quality on the results of student
assessments. Children take standardized tests in grades 3 through 8 and 10 in the content

areas of reading, mathematics, and science. Assessments are based on the state's content
standards. The specific goals of the No Child Left Behind law include:
All students will reach high standards, at a minimum attaining proficiency or
better in reading and mathematics by 2013-2014.
By 2013-2014, all students will be proficient in reading by the end of the third
grade.
All students with limited proficiency in English will become proficient in
English.
By 2005-2006, all students will be taught by highly qualified teachers.
All students will be educated in learning environments that are safe, drug free
and conducive to learning.
All students will graduate from high school.

This education reform plan has placed enormous demands for increased student
achievement. Failure to comply with No Child Left Behind academic standards or
proficiency goals, as indicated through adequate yearly progress, could result in an array
of sanctions for low-performing schools. Such consequences include being placed on a
"needs improvement" list, mandated requirements of tutoring and other supplemental
academic services, providing students with options to transfer to other in-district schools,
andfor a loss of federal funds. If a school continues to fail, it falls into "corrective action
status", and the severity of the required reforms increase. Measures consist of replacing
the school's staff including the principal, implementing a new curriculum, extending the
school year, andor reopening the school as a charter school.

With so much at stake, this law has made the role of effective school leadership
even more critical. Strong leadership is essential in order for school reform to be
effective and sustained. The NCLB Act has required schools across the nation to
undertake dramatic improvement efforts to ensure the success of all students.
Ultimately, these improvement efforts will rest on the shoulders of school
principals. Building the capacity of principals to meet these challenges by identifying the
actions and skills required in order to improve student achievement will have major
implications.

Instructional Leadership
The research from the effective schools movement identifies instructional
leadership as a key characteristic of successful schools (Levine and Lezotte, 1990; Miller,
2003; Leithwood, Louis, Anderson, and Wahlstom, 2004; Marzano, Waters, and
McNulty, 2005). Ronald Edmonds went as far to say, "Strong leadership from the
principal is the single most important factor in schools that work" (Edmonds, 1979, p.25).
Leadership is an essential ingredient for ensuring that every child in America gets
the education they need. The caliber of leadership in a school can have a dramatic effect
on student achievement (Marzano, 1998). In the Mid-continent Research for Education
and Learning's meta-analysis of leadership, more than 5,000 studies published since 1970
were reviewed to examine the effects of leadership on student achievement (Waters,
Marzano, and McNulty, 2003). The data from this meta-analysis found that there is a
substantial relationship between leadership and student achievement.

Principals are uniquely positioned to provide a climate of high expectations, a
clear vision for better teaching and learning, and the means for everyone in the system to
realize that vision (Bender-Sebring and Bryk, 2000). Like previous studies, Thomas
identified "principals as central figures in fostering schools that successllly educated
students" (2002, p.25). The study, entitled Improving Teaching and Learning by
Improving School Leadership, recognized that school leaders have a powerful influence
on both teaching quality and student learning (Mazzeo, 2003).
Principals are the key to ensuring that all children achieve at high levels (Broad,
2003). Despite great variability in monetary resources, parent and community
involvement, and school and class sizes, the essential ingredients to high performance
appear to be autonomy and strong leadership (Lashway, 2003). Whether the teachers
collaborate, coordinate their effort with one another, or learn new methods and ideas
depends most on the principal. Principals provide clarity to the school's mission
(Bender-Sebring and Bryk, 2000).
The building principal is vital to any attempt to reform andlor transform the
school's ability to improve student performance (Kearns and Harvey, 2001). This is
especially the case at the elementary level where, in many instances there is no assistant
principal, and helshe is the only person in that role. School effectiveness researcher
Richard Sagor wrote, "educators are unlikely to find the single reading program that
succeeds with all learners.. .It's time to cool our infatuation with programs and instead
escalate our investments in people" (Sagor, 2000, p.35).
In this era of increased accountability and high-stakes testing, the call for
principals to improve schools and student achievement has never been more pressing

(Leithwood and Riehl, 2003). Administrators must focus their attention on dealing with
the challenges and maximizing strategies that will help meet federal and state
benchmarks.
School leaders are under a tremendous amount of pressure to show results
(Verona and Young, 2001). In order to meet new standards, schools need learningcentered principals who do not focus simply on helping teachers teach better, but also on
determining the extent to which students are learning as well as the steps necessary to
improve student learning (DuFour, DuFour and Eaker, 2002).
The heightened demands on education and pressure to perform have changed the
role of the principal profoundly. The study, The School Leadership Challenge,
conducted by the Panasonic Foundation (2001), reported that the role of the principal has
become more complex than ever before. In addition to demands such as student
discipline, parent conferences, and bus scheduling, expectations include: shared decision
making, parent and community involvement, and leading complex change (Panasonic
Foundation, 2001). Principals are expected to lead in the design of the curriculum, to
recognize the elements of sound instructional practices, and to coach or guide teachers in
their professional growth and development. Sharing in the decision-making process with
parents, teachers and the community can improve decisions and build ownership
(Panasonic Foundation, 2001). "However, this approach is time intensive and requires
high-level leadership skills" (Panasonic Foundation, 2001, p.1). Due to increased public
scrutiny, principals must have skills in public relations, data interpretation and be
politically savvy. Principals must lead the change necessary to continuously improve
student achievement. The required skills in this area include dealing with resistance to

change and building consensus among diverse stakeholder groups (Panasonic
Foundation, 2001).
In the past, the principal's position was simply to supervise teachers, manage the
building, and deal with parents. If the school was clean and orderly, the staff content, the
parent's happy, and central office untroubled, the principal was assumed to be doing his
or her job. Today, however, with all of the old responsibilities remaining, the principal's
duties have evolved. Tasks such as improving teaching and learning, data-driven
decision-making, and facilitating professional learning communities are being
emphasized more than ever before (Institute for Educational Leadership, 2000).
Principals must develop a vision for learning, build a positive school culture, and
implement instructional programs conducive to learning for all pupils. They must
manage the varied needs of the staff, students, and parents. Principals are responsible for
personnel, facilities, budgeting, technology, security, and public relations. Above all,
leaders have to produce excellent academic results, as measured by state tests and
standards (Leithwood and Riehl, 2003). This all needs to be accomplished with little to
no additional resources.
It's no wonder that school administrators are retiring or leaving the field in
increasing numbers. In a survey conducted by the National Association of Elementary
School Principals (NAESP) in 2000, respondents indicated that 66% percent will depart
within the next 10 years. The most cited reasons given by administrators were increased
pressure to perform, inadequate pay, and long hours.
As outside demands for accountability escalate, the call for strong leadership is
unmistakable. However, many school administrators report that their time is being

consumed by matters unrelated to learning. They are frequently distracted in a thousand
different directions. Despite good intentions, it can become overwhelming. This makes
the task of narrowing the achievement gap difficult. Even with the time to focus, the
principal's task is complex. It's not always clear as to what should be done to contribute
to significant improvement.
The ability of schools to maintain leadership continuity has begun to be called
into question. When new principals are hired, they bring increasingly less experience
with them. This becomes problematic for nonperforming schools, as well as impatient
parents.
In addition, many states have begun reporting shortages of qualified candidates
(Groff, 2001). This is not an issue of quantity. Most states have plenty of people
licensed as school administrators, often more than they have positions to fill. The urgent
dilemma is quality.
With a shortage of quality candidates for principalships, the demand that
universities' traditional preparation programs be held to a greater standard of
accountability has escalated. Levine (2005) examined and interviewed deans, faculty,
and alumni of a variety of college leadership training programs, as well as current school
principals, in an effort to gauge the overall effectiveness of America's school leadership
preparation programs. This study identified weak criteria for admissions, irrelevant
courses, weak academic rigor, unskilled teachers, and incoherent curricula as problem
areas in traditional training programs. Based on these findings, Levine concluded that,
while a small number of programs may be categorized as strong, the overall quality of the
country's school leadership preparation programs is poor.

According to Richard (2000), preparing principals to face the challenges of the
Twenty-first Century will be an exceedingly difficult task. Principals are faced with
performing age-old managerial roles, such as coordinating and attending events, handling
discipline, and at the same time, they are expected to play an expanded role in monitoring
instruction, guiding teachers, and planning professional development (Joseph and Jo
BlasC, 2000; Fleming, 2004). This all must be accomplished by working collaboratively
with a diverse and large number of stakeholders such as teachers, students, and parents.
Researchers have long struggled to define what exactly effective principal's do
that makes them successful. Strong leaders are adept at strategies that motivate people
and accelerate the improvement of instruction. They work day in and day out to make
sure the students meet challenging grade-level standards. In his comparison of effective
schools, Lezotte (1991) said, "The successful school principal acts as an instructional
leader and effectively and persistently communicates that mission to the staff, parents,
and students" (p.3).
The research is extensive on describing the skills and traits that strong leaders
should possess. For example, a principal should set clear and high expectations for
teachers, students, and the school (Teske and Schneider, 1999). This will help with
planning and putting into place new initiatives and policies. They must effectively
communicate (McEwan, 2003). Also, a good leader has the ability to shape the vision
and mission of an organization. They need to be able to form the culture and climate of
the school (Day, 2000). A strong knowledge of school improvement and instructional
support is essential. Haberman (1999) stresses the importance of principals' having
knowledge about successful, research-based instructional practices in order to provide

guidance and leadership to teachers who deliver instruction to students. A principal
without instructional know-how can do little to improve teaching and learning in his or
her school. Principals' being resourceful and knowing what resources to provide is
important (Portin, 2004). Effective principals also pay considerable attention to
indicators of student achievement, such as test results (Leithwood and Riehl, 2003).
Research on leadership by Kouzes and Posner (2002) identified practices of
exemplary leadership. They noted that effective leaders are pioneers and are willing to
take risks for change. Principals inspire a shared vision, recognize that leadership is a
shared effort, model the behavior they expect of others, and encourage the heart of their
constituents.
Principals of high-performing schools communicate high expectations (Duttweiler
and Madden, 2001; Verona and Young, 2001; Carter, 2001; Jackson and Davis, 2000).
They also establish tangible goals and hold teachers accountable (Carter, 2001; Jackson
and Davis, 2000). Effective leaders challenge their staff to improve upon their own
successes (Thomas, 2000), and they project a clear focus of high expectations (Picucci,
Brownson, Kahlert, and Sobol, 2002).
Instructional leadership begins with recruiting and hiring the best staff possible
(Collins, 2001). Collins asserted that having the right staff in the right place, as opposed
to just having a good staff, is central to success. In addition to staffing, instructional
leadership includes evaluating and improving instruction. DuFour, DuFour and Eaker
(2002) cautioned that, when observing teachers, principals must look not only for good
instruction but also for student learning.

Additionally, principals must become data driven. Assessment data include dayto-day informal assessments as well as formal testing by the teacher or the state (Jackson
and Davis, 2000). Data should be analyzed for the purpose of student remediation and
improving instruction (Carter, 2001; Jackson and Davis, 2000; DuFour, DuFour and
Eaker, 2002). Principals must be committed to monitoring assessments, analyzing data,
and holding teachers accountable for failing to fulfill their responsibilities (DuFour,
DuFour and Eaker, 2002). Bell (2001) cited regular use of assessments as a key factor in
ensuring student success.
Another principal behavior common among high-performing schools is the
willingness to share and celebrate success (Sweeney, 2000). Such recognition and
celebration helps the leader express appreciation for the effort exerted by staff members
(Marshak and Klotz, 2001; Kouzes and Posner, 2002). Working to improve student
achievement can be daunting and, at times, demoralizing. Celebration is an effective
means of keeping staff energized and positive (Thomas, 2000).
Joseph and Jo Blad (2000) asked teachers to describe the behaviors of principals
that had a positive influence on student learning. Two topics emerged: talking with
teachers, and promoting professional development. Consistent with the literature on
effective schools, good leaders must have a vision for their school, a plan for getting
there, and an ability to communicate that vision effectively.
In 2001, Towns, Cole-Henderson, and Serpell conducted a study to identify

characteristics that enable some low-income minority urban schools to succeed. Their
study consisted of 62 schools, 51 of which were elementary schools. The researchers
reported that the principals in these schools had high expectations and were strong

instructional leaders, effective managers, collaborative, and encouraged parent
involvement.
Effective leaders are visionaries (DuFour and Eaker, 1998). "They have the
foresight and ability to establish a vision for the future as well as the ability to produce
the changes needed to achieve that vision" (Fleming, 2004, p. 14). Cawelti (2000)
reviewed research on leadership and its impact on school reform. Four critical tasks on
the part of principals emerged as needing to be done in order to improve schools:
Sustaining focus on student achievement.
Developing a culture of a collaborative organization.
Helping teachers to expand their repertoire of research based teaching strategies.
Creating and sustaining a school climate and culture that promotes risk-taking and
experimentation with new ideas to improve productivity.

In the University of Texas at Austin study, Hope for Urban Education: A Study of
Nine High-Performing, High-Poverty Urban Elementary Schools (1999), the authors
stated that principals of successhl schools tend to spend a large percentage of their time
in classrooms observing teaching and helping to improve instruction. The principals are
frequently in classrooms watching, reacting to, and reinforcing good teaching practices
and providing helpful recommendations. They also keep staff focused on improving
instruction, help teachers use achievement data, and base staff development on teacher
and student needs (Johnson and Asera, 1999).
Starratt (1995) summarizes the responsibilities of an effective principal to be
promoting the best professional practice in the school: to confront shoddy or

inappropriate practices in the classroom and on the school grounds by the professional
staff, to celebrate outstanding work of both students and staff, and to provide professional
development opportunities for the staff. It is the principal's responsibility to keep the
school community focused on the essential function of the school; namely, high-quality
teaching and high-quality learning (p.6).
Among the essential qualities that an effective leader must have are energy, a
sense of direction, and a determination to succeed that inspires others to perform. A
leader must be able to define a goal and direct the institution's effort toward its
realization. Successful principals aggressively lead improvement in curriculum,
instruction, and student achievement. In an effort to create leadership programs that
prepare aspiring principals, the Southern Regional Education Board (2003) has identified
the following traits of effective principals:
Have a comprehensive understanding of school and classroom practices that
contribute to student achievement.
o Focusing on student achievement: creating a focused mission to improve

student achievement and a vision of the elements of school, curriculum
and instructional practices that make higher achievement possible.
o Developing a culture of high expectations: setting high expectations for all

students to learn higher-level content.
o Designing a standards-based instructional system: recognizing and

encouraging good instructional practices that motivate students and
increase their achievement.
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Have the ability to work with teachers and others to design and implement
continued student improvement.
o Creating a caring environment: developing a school organization where

faculty and staff understand that every student counts and where every
student has the support of a caring adult.
o

Implementing data-based improvements: using data to initiate and
continue improvements in school and classroom practices and in student
achievement.

o Communicating: keeping everyone informed and focused on student

achievement.
o Involving parents: making parents active partners in their students'

educations and creating a structure for parent and educator collaboration.
Have the ability to provide the necessary support for staff to carry out sound
school, curriculum and instructional practices.
o Initiating and managing change: understanding the change process and

using leadership and facilitation skills to manage it effectively.
o Providing professional development: understanding how adults leam and

advancing meaningful change through quality sustained professional
development that leads to increased student achievement.
o Innovative: using and organizing time and resources in innovative ways to

meet the goals and objectives of school improvement.
o Maximizing resources: acquiring and using resources wisely.

o Building external support: obtaining support from the central ofice, from

community leaders and from parents for the school improvement agenda.
o Staying abreast of effective practices: continually learning from and

seeking out colleagues who keep them abreast of new research and proven
practices.

The National Association of Elementary School Principals developed six
practices or effective principals.
Cultivating a shared vision within the learning community.
Fostering and sustaining a school culture that is conducive to learning for
students as well as staff.
Ensuring a safe and orderly learning environment.
Collaborating with families and members of the community as well as
marshaling resources.
Acting in an ethical manner at all times.
Being politically savvy - understanding and influencing the political, social,
economic, legal, and cultural environment of the school (Pingle, 2004).

The Broad Foundation conducted a study, entitled Better Leaders for America's
Schools, which listed the strengths a principal should have to bring to the position. An
effective leader must take charge of inspiring and directing a team of diverse people and
solving institutional problems. They should ensure that the school's curriculum and
teaching are aligned with state expectations. Principals need to be able to function in a

political environment, advancing the interest of their schools while maintaining the trust
and respect of teachers, students, parents, and the community. They must create and
sustain a sense of mission for the school, including high expectations for every student.
Managing teachers, support staff, students, outside vendors, and budget takes managerial
competence. Effective leaders are resourceful and able to accomplish goals while staying
within budget and, when necessary, raising additional funds or leveraging other
resources. They work long hours, attend to a myriad of details, make important decisions
on the spot, and withstand pressures from above and below. Principals use multiple
sources of data as diagnostic tools to assess, identify and apply instructional
improvement, use data to assess student achievement and factors that affect it. They
know how to communicate the meaning of data and lead the school community in using
data constructively to improve teaching and learning (The Broad Foundation, 2003).
The Mid-continent Research for Education and Learning (McREL) analyzed
studies conducted over a 30-year period on the effects of leadership responsibilities on
student achievement. These results were translated into a balanced leadership
framework, which describes the knowledge, skills, strategies, and tools leaders need to
positively impact student achievement. Their research identified 21 leadership behaviors
and practices that are significantly associated with student achievement (Waters,
Marzano, and McNulty, 2003). They are the extent to which the principal:

1. Recognizes and celebrates school accomplishments and acknowledges
failures. (Affirmation)

2. Is willing to and actively challenges the status quo. (Change Agent)
3. Recognizes and rewards individual accomplishments. (Contingent Rewards)

4. Establishes strong lines of communication with teachers and among students.
(Communication)

5. Fosters shared beliefs and a sense of community and cooperation. (Culture)
6 . Protects teachers from issues and influences that would detract from their
teaching time and focus. (Discipline)
7. Adapts leadership behaviors to the needs of the current situation and is

comfortable with dissent. (Flexibility)

8. Establishes clear goals and keeps those goals in the forefront of the school's
attention. (Focus)
9. Communicates and operates from strong ideals and beliefs about schooling.

(Ideals/Beliefs)

10. Involves teachers in the design and implementation of important decisions and
policies. (Input)

11. Ensures that faculty and staff are aware of the most current theories and
practices and makes the discussion of these a regular aspect of the school's
culture. (Intellectual Stimulation)
12. Is directly involved in the design and implementation of curriculum,

instruction, and assessment practices. (Curriculum, Instruction, and
Assessment)
13. Is knowledgeable about current curriculum, instruction, and assessment

practices. (Knowledge of Curriculum, Instruction, and Assessment)
14. Monitors the effectiveness of school practices and their impact on student
learning. (Monitors/Evaluates)

15. Inspires and leads new and challenging innovations. (Optimizer)

16. Establishes a set of standard operating procedures and routines. (Order)
17. Is an advocate and spokesperson for the school to all stakeholders. (Outreach)

18. Demonstrates an awareness of the personal aspects of teachers and staff.
(Relationship)
19. Provides teachers with materials and professional development necessary for

the successful execution of their jobs. (Resources)
20. Is aware of the details and undercurrents in the running of the school and uses
this information to address current and potential problems. (Situational
Awareness)
21. Has quality contact and interactions with teachers and students. (Visibility)

Researcher Kathleen Cotton (2003) examined 8 1 research reports on principal
behavior. She concluded that "many leadership behaviors and traits of principals are
positively related to student achievement, attitudes, and social behavior" (p.67).
Furthermore, Cotton described the principals of high-achieving schools as being effective
in 26 areas. These 25 research-based outcomes closely align to the 21 responsibilities
identified in Marzano, Waters, and McNulty's (2005) meta-analysis.
Safe and orderly environment - "Effective principals involve others, including
students, in setting standards for student behavior. They communicate high
expectations for behavior, and they apply rules consistently from day to day
and from students to student. They expect teachers to handle most
disciplinary matters, and they provide in-school suspension with support for

seriously disruptive students. They foster a sense of responsibility in students

1

for appropriate behavior an work to create an environment that encourages
such behavior" (p.8).
Vision and goals focused

i

04 high levels of student learning - "Effective

t

principals work with others o establish a vision of the ideal school and clear
goals related to the vision.

i

hey continually emphasize the academic goals of

the school and the irnportande of learning" (p.10).

4

High expectations for stude t achievement - "Successful principals expect,
and encourage their staffs toexpect, all students to reach their learning
I

potential. They ensure that jtudents understand that school personnel believe

in their abilities" (p.12).

I
I

1

I

Self-confidence, responsibilib, and perseverance - "Principals of high-

B

achieving schools see thems lves as responsible for their schools' success and

1

believe they can successfull work through others to achieve it. They
I

continue to pursue their goald despite difficulties and setbacks" (p.13).
I

Visibility and accessibility - f.~uccessful
principals make themselves available

I
d

to teachers, students, and 0th rs in the school community. They frequently
visit classrooms to observe aid interact with teachers and students" (pl4).
Positive and supportive scho 1 climate - "This is closely related to the

I

principal's efforts to maintai safety and good order, and includes such

1

elements as encouraging sch I-wide communication of interest and caring to
students. Almost everything at the principal says and does contributes to the
overall school climate" (p.15)l.

Communication and interaction - "Effective principals are good
communicators who share with and solicit information from all groups in the
school community. They thereby build positive relationships that enhance all
school functions" (p.16).
Emotional/interpersonal support - "These principals are capable and caring
communicators in the interpersonal realm. They are aware and supportive of
the personal needs of staff and students" (p. 17).
Parentkommunity outreach and involvement - "Principals of successll
schools conduct vigorous outreach to parents and community members,
including those who are traditionally underrepresented in parent involvement
programs. They seek and support parentkornmunity involvement in both
instruction and governance" (p.18).
Rituals, ceremonies, and other symbolic actions - "Effective principals make
use of school rituals and ceremonies to honor tradition, instill pride, recognize
excellence, and strengthen a sense of affiliation with the school on the part of
those connected to it" (p.20).
Shared leadership/decision-makingand staff empowerment - "The most
successful principals engage their staffs and constituents in participative
decision-making. They ensure that everyone involved has the information and
training needed to make this process productive" (p.21).
Collaboration - "Closely related to shared leadership are the collaborative
practices of principals in high-achieving schools. These principals establish

an environment in which they and their staffs learn, plan, and work together to
improve their schools" (p.24).
The importance of instructional leadership - "A key difference between highly
effective and less effective principals is that the former are actively involved
in the curricular and instructional life of their schools" (p.26).
0

High levels of student learning - "Principals of high-achieving schools have a
sustained focus on promoting student achievement. They make decisions in
light of the potential impact on student learning and work to engage others in
efforts to foster high student performance" (p.28).

0

Norm of continuous improvement - "Recognizing that you don't have to be
bad to get better, principals of high performing schools continually push for
improvement. They ensure that this process is a permanent part of school
life" (p.29).

0

Discussion of instructional issues - "Successful principals facilitate discussion
among staff about curriculum and instruction, and engage in these discussions
themselves" (p.3 1).
Classroom observation and feedback to teachers - "Effective principals
frequently visit classrooms, observing instruction and providing feedback to
teachers in the spirit of coaching as well as evaluation" (p.31).
Teacher autonomy - "Principals of effective schools respect their teachers'
skills and judgment, and allow them considerable autonomy in organizing and
managing their classrooms. They also protect staff from excessive intrusion
by forces outside the school" (p.33).

Support of risk taking - "Effective principals take calculated risks to improve
their schools and encourage teachers to do the same by being innovative and
experimenting in the classroom" (p.34).
Professional development opportunities and resources - "Principals of high
achieving schools offer more and more varied professional development
activities than those in lower achieving schools. They are creative in securing
the resources - financial, human, time, materials, and facilities - the school
needs to improve" (p.36).
Instructional time - "Principals of successful schools protect instructional time
by keeping loudspeaker announcements, other administrative intrusions, and
non-instructional activities from taking too much of the school day. They
arrange for additional learning time during and beyond the school day as
needed" (p.37).
Monitoring student progress and shared findings - "Successful principals
ensure that there are systematic procedures for monitoring student progress at
both school wide and classroom levels. They also ensure that data are
disaggregated to monitor the progress of specific groups. They communicate
findings to everyone in the school community" (p.39).
Use of student data for program improvement - "Effective principals know
how to interpret student performance data and use it in planning for curricular
and instructional improvement" (p.39).

Recognition of student and staff achievement - "Successful principals make a
point of recognizing achievement and improvement on the part of both
students and s t a r (p.40).
Role modeling - "Effective principals walk their talk, exemplifying the
outlook and behavior they expect from staff and students. They do this by
working with staff in professional development activities, apportioning their
own time in ways that support student learning; and treating students, staff,
and constituents with respect" (p.42).
What principals do not do - "Effective principals avoid imposing tight
administrative control over others in the school. Their description of their
work is notable for its exclusion of terms such as "manage, direct, command,
and regulate." They do not allow desk work to take over their lives, nor do
they allow their disciplinary activities to outweigh their supportive ones"
(p.44).

The literature concerning effective school leaders describes the behaviors
successfd principals should possess and the link to student performance made between
these responsibilities and measurable student achievement. Although researchers used a
wide variety of terms to describe, explain, or name the responsibilities and behaviors of
effective principals, there are similarities in terms of broad, general concepts. Table 1
represents an effort to identify and compare the two major theorists that have greatly
influenced leadership practice in K-12 education, a s well as the theoretical framework of
this study (Cotton 2003; Waters, Marzano, and McNulty, 2003).

Table 1: Effective Principal Descriptors

McREL's 21
Principal Leadership Responsibilities

Cotton's 25
Leadership Practices

I

1. Safe and Orderly School
Environment
2. Vision and Goals Focused on High
Levels of Student Learning
3. High Expectations for Student
Learning
4. Self-confidence, Responsibility,
and
.
Perseverance
5. Visibility and Accessibility

1

Order
Focus
Optimizer
Focus

I

Ideals/Beliefs
Optimizer
Input
Visibility
Culture

6 . Positive and Supportive School
Climate
7. Communication and Interaction
8. Emotional and Interpersonal Support

1

9. Parent and Community Outreach and I
Involvement
10. Rituals, Ceremonies, and Other
I
Symbolic Actions
11. Shared Leadership, Decision Making,
- 1a
and staff ~ m ~ o w k m e n t
12. Collaboration
1i
13. Instructional Leadership

I

I

14. Ongoing Pursuit of High Levels of
Student Learning
15. Norm of Continuous Improvement
16. Discussion of Instructional Issues
17. Classroom Observation and Feedback
to Teachers
18. Support of Teacher Autonomy

I
I

.

a

Ia

Communication
Relationship
Relationship
Visibility
Outreach
Contingent
Rewards
Affirmation
Imut
Communication
Culture
.Knowledge of Curriculum,
Instruction, and Assessment
Involvement in Curriculum,
Instruction, and Assessment
Focus
Optimizer
Focus
Intellectual Stimulation
Intellectual Stimulation
MonitoringIEvaluating
Involvement in Curriculum,
Instruction, and Assessment
Flexibility

Table I : (continued)

Cotton's 25
Leadership Practices

McREL's 21
Principal Leadership Responsibilities

19. Support of Risk Taking
20. Professional Development
Opportunities and ~&ources
21. Protecting Instructional Time
22. Monitoring Student Progress and
Sharing Findings
23. Use of Student Progress Data for
Program Improvement
24. Recognition of Student and Staff
Achievement
25. Role Modeling

I

I

1

Change Agent
Resources
Discipline
Monitoring/Evaluating
FOCUS
Monitoring/Evaluating

I

I
I
1

Contingent Rewards
Affmation
Knowledge of Curriculum,
Instruction, and Assessment
Involvement in Curriculum,
Instruction, and Assessment

The public has the right to expect high quality public schools. If we are going to
meet the mandates as set forth in NCLB, schools must strive to employ effective leaders.
Based on the fact that there are so few schools that consistently outperform on
standardized assessments, a lot more work needs to be done in this area.

Summary
The review of related literature was divided into four sections. The first section
discussed whether or not a student's home background, socioeconomic status, and ethnic
group are the primary determinants of school success. The literature on school
effectiveness that challenges the assumption that differences among schools have little
effect on student achievement was examined. The chapter reviews education reform
efforts over the past several decades. The current rise in pressure and accountability to

I

improve student achievement is summarized. The fmal section of the chapter looked at
the building principal as the key to the school's ability to improve student performance.

CHAPTER I11

METHODOLOGY

The purpose of this research was to discover the practices of high performing
elementary school leaders that were designated as "exemplary" by the National
Association of Elementary School Principals (NAESP). Building on the Mid-continent
Research for Education and Learning's (McREL) 21 principal leadership responsibilities
and the Balanced Leadership Framework (Waters, Marzano, and McNulty, 2003), this
study explored 11 of the 21 responsibilities associated with significantly improving
student achievement. These 11 "second order" principal responsibilities were selected
based on the difficulty and effort required in meeting the rigorous high-stakes standards
and accountability measures implemented by the No Child Left Behind Act. This chapter
described the methods and procedures used, including a statement of the problem,
research design, research questions, and sample population. In addition, the conceptual
framework, instrumentation, and data collection were presented. Finally, the chapter
discussed the data analysis of the study.

Statement of the Problem
School districts throughout the nation are struggling to reform and renew their
elementary schools in the midst of mounting pressures from state and federal agencies.
During the 2007-08 school year, nearly 30,000 schools in the United States failed to

make adequate yearly progress as defined under the No Child Left Behind Act (NCLB).
In fact, over half of these schools have missed their achievement goals for two or more
years. This translates to one out of five of our nation's public schools at some stage of
the federally mandated process designed to improve student achievement (Hoff, 2009).
With the overall goal that all students be 100% proficient in reading and math curriculum
standards by 2014, the principal's role in meeting adequate yearly progress is of vital
importance. As a result, it has become imperative that further empirical evidence on the
relationship between principals' actions and student achievement be conducted.

Research Design

A descriptive rating s w e y was used to collect quantitative data from elementary
school principals. This methodology allowed a statistical analysis of the data. It was also
an efficient means of gathering data without introducing threats to reliability that can
occur with other collection means (Suskie, 1996).
Given the size of the sample population, 151 successful elementary school leaders
from across the nation, observations or personal interviews were impractical. Ln addition,
observations or personal interviews would have introduced the potential of bias and
inconsistency in the administration of the interview or observation, and the data collected
would not have been appropriate for statistical analysis.
A rating survey using a Likert scale was chosen over a ranking survey. A ranking
survey can be tedious to complete, produce incomplete information, and yield data that is
difficult to analyze statistically (Suskie, 1996). According to Suskie (1996), a rating
survey is generally familiar to most people and permits comparisons among respondents.

A Likert scale produces interval data that allows for quantitative examinations. A rating
scale is more useful when a behavior, attitude, or other phenomenon of interest is to be
evaluated on a continuum such as very important to not important and increased greatly
to decreased greatly (Leedy and Ormrod, 2005).

Research Questions

The following questions guide this research:

1. Which leadership responsibilities and behaviors, identified by Waters,
Marzano, and McNulty (2003), do elementary school leaders, recognized as
National Distinguished Principals during the years 2007,2008, and 2009 by
the National Association of Elementary School Principals, consider most
important when meeting the rigorous high-stakes standards and accountability
measures implemented by the No Child Left Behind Act?

2. How have the rigorous high-stakes standards and accountability measures
implemented by the No Child Left Behind Act influenced elementary school
leaders, recognized as National Distinguished Principals during the years
2007,2008, and 2009 by the National Association of Elementary School
Principals, in their effectiveness to execute the leadership responsibilities and
behaviors identified by Waters, Marzano, and McNulty (2003)?

Sample Population
The sample population for this study was composed of 151 successful elementary
school leaders from across the nation. Participants were recognized as National
Distinguished Principals during the years 2007,2008, and 2009 by the National
Association of Elementary School Principals. The list of award recipients was obtained
in October 2009 from the NAESP (see Appendix B).

Conceptual Framework
The focus of this study centered on the Mid-continent Research for Education and
Learning's extensive meta-analysis on the link between principal leadership and student
achievement (2003). McREL's report, entitled Balanced Leadership: What 30 Years of
Research Tells Us About the Effect of Leadership on Student Achievement, identified 21
leadership responsibilities that impact student achievement. These 21 principal behaviors
and practices revealed a positive statistical relationship to student achievement with an
average effect size expressed as a Pearson r coefficient of .25 (see Table 2). A onestandard deviation increase in principal leadership is associated with a 10-percentilepoint
gain in school achievement (Waters, Marzano, and McNulty, 2003).
Of the 5,000 studies reviewed by McREL that statistically examined the
relationship between effective leadership and student achievement, some showed an
effect size as high as .50 for certain leadership practices, while others reported a marginal
or negative impact on student achievement for principals displaying the same behavior
(2005). Marzano, Waters, and McNulty interpreted this data to mean that two variables
determine whether leadership positively or negatively impacts student achievement.
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Table 2: Leadership Responsibilities That Impact Student Achievement

Responsibilities
Affirmation

The extent to which the principal

...

Communication

Recognizes and celebrates accomplishments
and acknowledges failures.
Is willing to challenge and actively challenges
the status quo.
Recognizes and rewards individual
accomplishments.
Establishes strong lines of communication with

Culture

Fosters shared beliefs and a sense of

Discipline

Protects teachers from issues and influences
that would detract from their teaching time on
focus.
Adapts his or her leadership behavior to the
needs of the current situation and is comfortable
with dissent.
Establishes clear goals and keeps those goals in
the forefront of the school's attention.
Communicates and operates from strong ideals

Change Agent
Contingent Rewards

Flexibility
Focus
IdealsBeliefs
Input
Intellectual Stimulation

Involvement in
Curriculum, Instruction,
and Assessment
Knowledge of
Curriculum, Instruction,
and Assessment
Monitoring~Evaluating
Optimizer
Order

Involves teachers in the design and
implementation of important decisions and
policies.
Ensures that faculty and staff are aware of the
most current theories and practices and makes
the discussion of these a regular aspect of the
school's culture.
Is directly involved in the design and
implementation of curriculum, instruction, and
assessment practices.
Is knowledgeable about current curriculum,
instruction, and assessment practices.
Monitors the effectiveness of school practices
and their impact on student learning.
Inspires and leads new and challenging
innovations.
Establishes a set of standard operating
.
procedures and routines.

1 /
Av& r
.25
.30
.15
.23

1

1
.22

1

.24

1

.32

1

.24

I

I

.28
.20

1

.26

J

Table 2: (continued)
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Responsibilities

The extent to which theprincipal

...

/

/

AW. r

I

Outreach

t--t-

Relationships

Resources

r---

Situational Awareness

Is an advocate and spokesperson for the school
to all stakeholders.
Demonstrates an awareness of the personal
aspects of teachers and staff.
Provides teachers with materials and
~rofessionaldevelopment necessary for the
successful execution of their jobs.
Is aware of the details and undercurrents in the
running of the school and uses this information
to address current and potential problems.
Has quality contact and interactions with
teachers and students.

1

.28

1

.19

1

.26

1

.33

1

1
1

.16

I

I
1

The first variable is the focus of change, which determines if the principal
properly identifies the correct school and classroom improvement efforts, which are most
likely to positively influence the achievement of students. The second variable is order
of change, which determines whether or not principals understand the magnitude of
change they are leading and adjust their leadership practices accordingly. McREL uses
the terms "first order" and "second order" change to make the distinction that not all
changes have the same implications for staff members, students, parents, and other
stakeholders (Marzano, Waters, and McNulty, 2005).
"First order" changes are consistent with current values and norms, create
advantages for individuals andlor various stakeholder groups with similar interests, and
can be implemented with existing knowledge and resources (see Table 3). They are
considered routine and the byproduct of the day-to-day management of the school.
McREL wrote that the skillful use of all "first order" practices is required to successfully
lead "second order" change (Marzano, Waters, and McNulty, 2005).

Table 3: Characteristics of "First Order" and "Second Order" Changes
"First Order" Change

An extension of the past
Within existing paradigms
Consistent with prevailing values and

"Second Order" Change

A break with the past
Outside of existing paradigms
Conflicted with prevailing values and

A change becomes "second order" when it is not obvious as to how it will make

things better for people with similar interests, when it requires individuals or groups of
stakeholders to break away from the past and learn new approaches, and/or when it
conflicts with prevailing values and norms (see Table 3). "Second order" changes cannot
be implemented by outsiders or experts not actively involved in the organization.
Instead, stakeholders must develop and grow together, acquiring new sets of knowledge,
skills, and ways of thinking. When guiding difficult "second order" changes, 11
leadership responsibilities (see Table 4) are particularly important in improving student
achievement (Marzano, Waters, and McNulty, 2005).

Table 4: Leadership Responsibilities When Guiding "Second Order" Change

Responsibilities

Principal's Priorities

...

Change Agent

(

Challenging the status quo and being
willing to move forward on the innovation
without a guarantee of success.
Dealing with communication that has
Communication
deteriorated as a result of the innovation.
Culture
Dealing with team spirit, cooperation, and
common language that have deteriorated as
a result of innovation.
Flexibility
Being both directive and nondirective
relative to the innovation as the situation
warrants.
Ideals/Beliefs
Operating in a manner consistent with his
or her ideals and beliefs relative to the
( innovation.
Input
I Dealing with the level of input from all
members of the staff deteriorating as a
result of the innovation.
Intellectual Stimulation
Being knowledgeable about the research
and theory regarding the innovation and
fostering such knowledge among- staff
[ throughreading and dis&ssion.
Knowledge of Cuniculum, Instruction, and I Being knowledgeable about how the
Assessment
innovation will affect curricular,
instructional and assessment practices and
providing conceptual guidance in these
areas.
Continually monitoring the impact of the
Optimizer

Order

can vroduce excevtional results if members
( of &e staff are wiiling to apply themselves.
I Dealing with order and routine
deteriorating as a result of the innovation.

I

Not all changes represent the same order of change for each individual or
stakeholder group. What could be experienced as a "first order" change for some may be

I

a "second order" change for others. Different perceptions about the implications of
change can lead to one person's solution becoming someone else's problem.
To be effective, school leaders must become adept at leading both first and second
order changes. Recognizing which changes are "first order" and "second order" helps
principals select the appropriate leadership practices and strategies. This enhances the
likelihood of sustainable initiatives and a positive impact on student achievement.
Failing to do so will just as likely result in a negative impact (Waters, Marzano, and
McNulty, 2005).

Instrumentation

Building on the Mid-continent Research for Education and Learning's (McREL)
21 principal leadership responsibilities and the Balanced Leadership Framework (Waters,
Marzano, and McNulty, 2003), this survey instrument explored 11 of the 21 behaviors
associated with significantly improving student achievement. These 11 "second order"
responsibilities, when leading complex change, were selected based on the difficulty and
effort required in meeting the rigorous high-stakes standards and accountability measures
implemented by the No Child Left Behind Act.
The s w e y (see Appendix A) consisted of three sections. The first section asked
elementary principals to identify the most important leadership responsibilities and
behaviors developed by Waters, Marzano, and McNulty (2003), when meeting the
rigorous high-stakes standards and accountability measures implemented by the No Child
Left Behind Act. Respondents rated the 11 leadership responsibilities (see Table 4) using

the following 4-point scale: Very Important, Important, Somewhat Important, or Not
Important.
The second section of the survey asked elementary principals to identify how their
effectiveness to execute the leadership responsibilities and behaviors developed by
Waters, Marzano, and McNulty (2003), has been influenced by the onset of more
rigorous high-stakes standards and accountability measures implemented by the No Child
Left Behind Act. Respondents rated the 11 leadership responsibilities (see Table 4) using
the following 5-point scale: Increased Greatly, Increased, No Difference, Decreased, and
Decreased Greatly.
The third section of the survey consisted of questions intended to produce specific
demographic data about the principals and their schools. Principal questions included
gender, age group, educational level, years as principal, and years as principal at current
school. School questions included the total number of students, community classification
(Rural, Suburban, or Urban), the percentage of students on f?ee or reduced lunch, the
percentage of the student body representing each ethnic group, and the schools AYP
status.
Permission was requested to use the 11 responsibilities associated with "second
order" change as referenced on page 7 of Balanced Leadership: What 30 Years of
Research Tells Us about the Effect of Leadership on Student Achievement (Waters,
Marzano, and McNulty, 2003) in the survey instrument. This request was granted (see
Appendix E) in October, 2009 by the study's publisher, the Mid-continent Research for
Education and Learning (McREL).

To establish validity of the survey instrument, a pilot was conducted with a small
cadre of elementary school leaders previously recognized as National Distinguished
Principals in 2006. Participants in the pilot included: Charlotte Rafferty (Florida),
Deborah Emery (Maine), Nancy Gagliardi (Massachusetts), Mark Murphy (Nebraska),
Nancy Havink (New Mexico), Rhoda Mast (Ohio), Susan Huff (Utah), and Timothy
Crowley (Vermont). These individuals served as a jury of experts and provided
suggestions concerning length, wording of questions, presentation, directionality of
responses, and clarity of directions. The survey was amended based on the feedback
received from respondents. This study made every effort to reflect integrity throughout
the process in order to generate valid research that can serve as a resource for education
leaders.

Data Collection
The data utilized in this study was obtained from two sources. The National
Association of Elementary School Principals (NAESP) provided a list of 151 school
leaders who were recognized as National Distinguished Principals during 2007,2008,
and 2009 (see Appendix B). Information regarding the leadership practices of these
elementary school principals associated with improving student achievement was
collected from a self-administered survey instrument. Additional questions intended to
produce specific demographic data about the respondents and their schools were included
in the survey (see Appendix A). The survey was expected to take participants

approximately 10 minutes or less to complete.

Approval of the study was requested from the Seton Hall University Institutional
Review Board (IRB) during the winter of 2009. Once permission was granted (see
Appendix D), the data collection procedure began. The method used to conduct this
research was web-based. Surveys were disseminated and responses collected
electronically using SurveyMonkey.com.
E-mails for each of the principals targeted for this study were gathered from the
NAESP. A link to the online survey was sent by e-mail to 151 principals urging them to
participate in the study. In addition to the survey link, a letter of solicitation (see
Appendix C) explaining the purpose of the study was included. The initial e-mail was
followed up five days later with a second and final e-mail to the 151 principals. The
second e-mail thanked those who already participated and requested those who had not to
please do so.
The survey was housed on the online survey service SurveyMonkey.com. Data
was collected from the online survey service, and then analyzed using SPSS (Statistical
Package for Social Sciences) software.

Data Analysis
The results of the survey were analyzed to determine the level to which principals
agree on the responsibilities that have the most significant impact on student achievement
when guiding complex change, and how leadership behaviors have been influenced since
the onset of more rigorous high-stakes standards and accountability measures
implemented by the No Child Left Behind Act. Additional demographic questions

intended to produce specific data about the respondents and their schools were examined
for patterns, consistencies, and variations.
All data was initially analyzed in the aggregate. Descriptive statistics were
generated on each of the individual items comprised in the research questions. These
descriptive statistics included the mean scores and frequency distributions of responses.
In addition, Pearson Product-Moment Correlation Coefficients were calculated to
determine the extent of relationships among the variables. To provide insight on any
patterns or connections, a separate statistical analysis was conducted for each
demographic factor.
For all appropriate analyses, both the p < .05 (95% probability) and p < .O1 (99%
probability) thresholds were reported. In this way, the significance of the relationships
between the different variables and the responses to the survey were illustrated in the data
analysis. Table 5 depicts an organizational matrix of the research study showing each
research question, sources of data used, and the statistics generated to answer questions.

Table 5: Research Study Data Analysis Matrix
Research Questions

Sources of Data

Which leadership responsibilities and
Principal survey
behaviors, identified by Waters, Marzano, and
item responses
McNulty (2003), do elementary school leaders
recognized as National Distinguished Principals
during the years 2007,2008, and 2009 by the
National Association of Elementary School
Principals, consider most important when
meeting the rigorous high-stakes standards and
accountability measures implemented by the
No Child Left Behind Act?

Statistics Generated
to Answer Questions
Descriptive Statistics
using Mean Scores
and Frequency
Distributions

Table 5: (continued)

Research Questions

Sources of Data

Principal survey
How have the rigorous high-stakes standards
and accountability measures implemented by
item responses
the No Child Left Behind Act influenced
elementary school leaders, recognized as
National Distinguished Principals during the
years 2007,2008, and 2009 by the National
Association of Elementary School Principals, in
their effectiveness to execute the leadership
responsibilities and behaviors identified by
Waters, Marzano, and McNulty (2003)?

Statistics Generated
to Answer Questions
Descriptive Statistics
using Mean Scores
and Frequency
Distributions

Summary
This chapter described the methods and procedures utilized to provide insight into
the practices of elementary school leaders that were designated as "exemplary" by the
National Association of Elementary School Principals (NAESP) in meeting the rigorous
high-stakes standards and accountability measures implemented by the No Child Left
Behind Act. The problem, research design, research questions, sample population,
conceptual framework, and instrumentation were presented. Additionally, the chapter
discussed data collection and data analysis of the study. The presentation of the data in
Chapter IV will address the two research questions, as well as the principal and school
demographic information. A summary and discussion of the findings, along with
conclusions, implications for practice, and recommendations for further research form the
content of Chapter V.

CHAPTER IV

ANALYSIS AND PRESENTATION OF THE DATA

This is a critical time in education for school leaders. The implementation of the
No Child Left Behind Act (2001), and the resulting intense focus on standards and
student accountability, has changed the environment for principals significantly
(Rammer, 2007). With mounting pressures from federal and state agencies that all
students be 100% proficient in reading and math by 2014, f i e r investigation of the
relationship between effective leadership and student achievement will become important
in meeting the rigorous high-stakes standards and accountability measures contained in
NCLB. The purpose of this research was to explore the perspectives of school leaders
designated as "exemplary" by the National Association of Elementary School Principals
(NAESP). Specifically, the study examined the behaviors and practices of public
elementary school principals from across the nation that are considered to impact student
achievement.
The chapter begins with an overview of the data analysis procedures and a
description of the demographic characteristics of the sample. The results of the
participant responses for each of the following research questions was examined:

1. Which leadership responsibilities and behaviors, identified by Waters,

Marzano, and McNulty (2003), do elementary school leaders, recognized as

National Distinguished Principals during the years 2007,2008, and 2009 by
the National Association of Elementary School Principals, consider most
important when meeting the rigorous high-stakes standards and accountability
measures implemented by the No Child Left Behind Act?

2. How have the rigorous high-stakes standards and accountability measures
implemented by the No Child Left Behind Act influenced elementary school
leaders, recognized as National Distinguished Principals during the years
2007,2008, and 2009 by the National Association of Elementary School
Principals, in their effectiveness to execute the leadership responsibilities and
behaviors identified by Waters, Marzano, and McNulty (2003)?

The outcome of research questions 1 and 2 were compared to the extensive
McREL meta-analysis conducted by Waters, Marzano, and McNulty in 2003. The
possibility of relationships between leadership responsibilities and demographic factors

was investigated. Finally, the end of the chapter presents a summary of the data findings
as they relate to the research questions.

Data Analysis Procedures
The researcher used a survey methodology to collect quantitative data from
award-winning elementary school principals. Building on the Mid-continent Research
for Education and Learning's (McREL) 21 principal leadership responsibilities and the
Balanced Leadership Framework (Waters, Marzano, and McNulty, 2003), the survey

instrument explored 11 of the 21 behaviors associated with significantly improving
student achievement (see Table 4). These 11 responsibilities were identified based on the
difficulty and effort required when leading the complex "second order" change associated
with meeting the rigorous high-stakes standards and accountability measures
implemented by the No Child Left Behind Act. A change becomes "second order" when
it is not obvious as to how it will make things better for people with similar interests,
when it requires individuals or groups of stakeholders to break away from the past and
learn new approaches, andlor when it conflicts with prevailing values and norms (see
Table 3). "Second order" changes cannot be implemented by outsiders or experts not
actively involved in the organization. Instead, stakeholders must develop and grow
together, acquiring new sets of knowledge, skills, and ways of thinking.
The survey (see Appendix A) consisted of three sections. The first part contained
questions intended to produce demographic data about the principals and their schools.
The next segment had participants identify the most important leadership responsibilities
when working towards improving student achievement. The last portion of the survey
asked school leaders to describe how their behaviors have been influenced by the
mandates of NCLB.
The population for this study was composed of 151 successful elementary school
leaders from across the nation. Participants were recognized as National Distinguished
Principals during the years 2007,2008, and 2009 by the National Association of
Elementary School Principals. Although 151 principals were invited to participate, it was
discovered that several members of the population had retired or accepted positions other
than the principalship. In total, there were 8 former National Distinguished Principals

who had retired, and 5 who left their schools for jobs in central offices,
colleges/universities, or state departments of education. This left a potential population
for this study of 138.
A link to the online survey was sent electronically by e-mail to 138 principals

urging them to participate in the study. In addition to the survey link, a letter of
solicitation (see Appendix C) explaining the purpose of the study was included. A total
of 103 principals completed the survey, resulting in an overall 74.6% response rate.
The survey was housed online at SurveyMonkey.com. Data was collected from
the survey service and then analyzed using SPSS (Statistical Package for Social
Sciences), Version 16.0 for Windows software.
The demographic characteristics of participants and the two research questions
were examined using descriptive statistics including means and standard deviations. The
means provided a measure of the central tendency, while the standard deviations offered
a summary of the variability for each distribution. The demographic data was analyzed
along with the leadership responsibilities and behaviors using a Pearson Product-Moment
Correlation. This is a statistical method that measures the magnitude and direction of the
relationship between two variables. Statistically significant relationships were
determined based on an alpha level of .05 or less.

Demographic Data
The survey contained questions intended to produce specific demographic data
about the principals and their schools. Principal questions included gender, age group,
educational level, years as principal, and years as principal at current school. School

questions included the total number of students, community classification (Rural,
Suburban, or Urban), the percentage of students on fiee or reduced lunch, the percentage
of the student body representing each ethnic group, and the schools' AYP status. Tables

6-15 show the responses.
The first question of the survey was regarding gender. Sixty-five principals,
representing 63.1% of the population, were female and thirty-eight principals,
representing 36.9% of the sample, indicated they were male (see Table 6).

Table 6: Gender of Participants (N=l03)
Gender
Male
Female

Frequency

Percent

38
65

36.9%
63.1%

The survey asked respondents to identify their age range. The highest percentage
of respondents were between 41-50 years of age (39.8%), followed by 51-60 (38.8%),
then 60+ (1 1.7%). No one in the group indicated they were between the ages of 21-30
(see Table 7).

Table 7: Age of Participants (N=103)
Years

Frequency

Percent

21-30
3 1-40
41-50
51-60
60+

0
10
41
40
12

0%
9.7%
39.8%
38.8%
11.7%

The next question inquired as to the education level of respondents. A large
majority of the respondents had a Master's degree (74.8%). 25.2% of principals indicted

they had a Doctorate. No principals were identified as having only a Bachelor's degree
(see Table 8).

Table 8: Education Level of Participants (N=103)
-

Degree
Bachelors
Masters
Doctorate

Frequency
0
77
26

Percent
0%
74.8%
25.2%

The survey asked participants to identify their years of experience as an
administrator/principal. The highest percentage of principals answered 11-15 years of

experience (33%). The next largest group had 6-10 years (29.1%), followed by 21+ years
of experience (23.3%). No respondents had 0-5 years of administrative experience (see
Table 9).

Table 9: Years of Experience as Administrator/Principal (N=103)
Years
0-5
6-10
11-15
16-20
21+

Frequency
0
30
34
15
24

Percent
0%
29.1 %
33%
14.6%
23.3%

Respondents were asked to identify the years of experience as principal at their
current school. The highest percentage of participants had 6-10 years of experience
(38.8%), followed by 0-5 years (28.2%), and then 11-15 years (20.4%). Only a small
percentage of principals indicated they had 21+ years of experience (1.9%) at their
current school (see Table 10).

-

Table 10: Years of Experience as Principal at Current School (N=103)
r

Years

Frequency

Percent

0-5
6-10
11-15
16-20
21+

29
40
21
11
2

28.2%
38.8%
20.4%
10.7%
1.9%

The next question in the demographics section of the survey asked respondents
about the number of students in their schools. By far the largest school size for principals
was 250-499 students (54.4%), followed by 500-749 students (21.4%), and then 0-249
students (12.6%). No one in the sample population reported working in a school of 1000
students or more (see Table 11).

Table 11: Number of Students in Participants Schools (N=103)

-

Students

Frequency

Percent

0-249
250-499
500-749
750-999
1ooo+

13
56
22
12
0

12.6%
54.4%
21.4%
11.7%
0%

The survey asked respondents to classify the community their school was located
in (see Table 12). Most respondents answered "suburban", constituting 48.5% of the
schools. Thirty-six principals or 35% reported their schools were located in a m a l
setting. Only seventeen participants indicated their schools community was urban
(16.5%).

A

Table 12: Community Classification (N=103)
Classification
Rural
Suburban
Urban

Frequency
36
50
17

Percent
35%
48.5%
16.5%

Respondents were asked to estimate the approximate percentage of students in
their schools who received free or reduced lunch (see Table 13). The most frequent
percentage of students was 61-70 (26.2%), followed by 41-50 (12.6%), and then 51-60
(10.7%).

Table 13: Percentage of Students on Free or Reduced Lunch (N=103)

The next question in the survey had respondents identify the approximate
percentage of students in their schools representing each ethnic group. An overwhelming
percentage of students in respondents' schools were Caucasian (68.7%). The next closest
ethnic groups were HispanicILatino representing 12.7% and African American with 12%
(see Table 14).

Table 14:Percentage of Student Body Representing Each Ethnic Group (N=l03)
Students
African American
Hispanic / Latino
Caucasian
Asian
American Indian
Hawaiian / Pacific Islander
Other

Frequency

1238
1306
7078
327
149
98
104

Percent
12%

12.7%
68.7%
3.2%
1.4%
1%
1%

The last question in the demographic section of the survey asked whether or not
the respondent's schools have met AYP requirements under NCLB standards for the past
two years. Eighty-six principals, constituting 83.5% of the sample population, reported
that their schools have successfully met Adequate Yearly Progress. Seventeen
participants (16.5%) indicated they had not met AYP (see Table 15).

Table 15:Meeting AYP Requirements for the Past Two Years (N=103)
AYP
Yes
No

Frequency

Percent

86
17

83.5%
16.5%

The participating principals and their schools' demographic data may be
summarized as follows: Sixty-five principals, representing 63.l% of the population, were
female, and thirty-eight principals, representing 36.9% of the sample, indicated they were
male; the highest percentage of respondents were between 41-50years of age (39.8%),
followed by 51-60(38.8%), and then 60+ (1 1.7%); 74.8% of participants had a Master's
degree and 25.2% a Doctorate; the highest percentage of respondents had 1 1-1 5 years of
experience (33%) as an administratodprincipal,followed by 6-10(29.1%), and then 21+

(23.3%); the highest percentage of participants had 6-10years of experience (38.8%) as

.

principal at their current school, followed by 0-5 (28.2%), and then 1 1 -15 (20.4%); by far
the largest school size for principals was 250-499 students (54.4%), followed by 500-749
(21.4%), and then 0-249 (12.6%); most participants classified the community their

schools were located in as suburban (48.5%), followed by nual(35%), and then urban
( 1 6.5%); the most frequent percentage of students on free or reduced lunch was 61 -70

(26.2%), followed by 41-50 (12.6%), and then 51-60 (10.7%); and eighty-six principals,

constituting 83.5% of the sample population, reported that their schools have successfully
met Adequate Yearly Progress and seventeen principals (16.5%) indicated they had not.

Research Question 1
The first research question asked elementary school leaders, recognized as
National Distinguished Principals during the years 2007,2008, and 2009 by the National
Association of Elementary School Principals, what leadership responsibilities and
behaviors identified by Waters, Marzano, and McNulty (2003) they considered most
important when meeting the rigorous high-stakes standards and accountability measures
implemented by the No Child Left Behind Act. Respondents rated the 1 1 leadership
responsibilities associated with significantly improving student achievement using the 4point scale: Very Important, Important, Somewhat Important, or Not Important. The
numeric values of the descriptors were 4 = "Very Important", 3 = "Important", 2 =
"Somewhat Important", and 1

= "Not Important".

The most important leadership responsibilities when guiding complex change and
improving student achievement were establishing strong lines of communication with and
among teachers and students, monitoring the effectiveness of school practices and their

impact on student learning, and fostering shared beliefs and a sense of community and
cooperation (see Table 16). Communication was classified "Very Important" by 88.3%

(91) of respondents. Its mean of 3.88 indicates that the responding principals believed it
was essential when meeting the challenging mandates of NCLB. Communication had the
lowest standard deviation (.32) of all 11 leadership responsibilities. This signifies a small
variation of the data from the mean. The value of MonitoringEvaluating was identified
very similarly to Communication with 84.5% (87) and a mean of 3.84 (SD = .36).
Culture was also recognized for its magnitude with a mean of 3.83 (SD = .37) and 83.5%

(86) of participants in agreement. No respondents designated Communication,
MonitoringEvaluating, or Culture as "Somewhat Important" or "Not Important".

Table 16: Most Important Leadership Responsibilities and Behaviors (N=103)

Very
Important

Important Somewhat
Not
Important Important

Note: This table is arranged in descending order based on the number of respondents who
rated each leadership responsibility as "Very Important".

Four of the leadership responsibilities were classified as "Very Important" by
approximately 70% (72) of participants. These behaviors were communicating and
operating from strong ideals and beliefs about schooling (77.7%); being knowledgeable
about current curriculum, instruction, and assessment practices (74.8%); willing to
challenge and actively challenging the status quo (74.8%); and involving teachers in the
design and implementation of important decisions and policies (73.8%). The means and
standard deviations for these four responsibilities were Ideals/Beliefs (M = 3.78, SD =
.42); Knowledge of Curriculum, Instruction, and Assessment (M = 3.74, SD = .46);
Change Agent (M = 3.74, SD = .46); and Input (M = 3.71, SD = S2).
None of the participants classified any of the 11 behaviors as "Not Important".
There were, however, several responsibilities marked as "Somewhat Important". These
behaviors include Order (7.8%), establishing a set of standard operating procedures and
routines; Optimizer (6.8%), inspiring and leading new and challenging innovations; and
ensuring faculty and staff is aware of the most current theories and practices; Intellectual
Stimulation (3.9%), making the discussion of these a regular aspect of the school's
culture; and Flexibility (2.9%), adapting leadership behavior to the needs of the current
situation and being comfortable with dissent (see Table 16). Overall, 26.2% (27) of
participating principals identified certain responsibilities as "Somewhat Important".
The leadership behavior with the lowest mean (3.46) and highest standard
deviation (.62) was Optimizer. In other words, the elementary school principals
responding indicated that inspiring and leading new and challenging innovations was the
least important of the 11 responsibilities to consider when attempting to meet NCLB

mandates. This responsibility was followed by Order (M = 3.48, SD = .64), Intellectual
Stimulation (M = 3.50, SD = .58), and Flexibility (M = 3.65, SD = .54).
Table 17 presents the descriptive statistics for the 11 responsibilities identified by
Waters, Marzano, and McNulty (2003). Each behavior is listed by descending mean
score. It is important to note that the higher the mean score, the stronger the principals
agreed that the responsibility was important in meeting the rigorous high-stakes standards
and accountability measures implemented by the No Child Left Behind Act. All 11
behaviors also had a mean value between 4.0 "Very Important" and 3.0 "Important".
Table 17 reflects an inverse relationship between mean and standard deviation. In other
words, as the mean for each responsibility went down, the standard deviation went up.
Standard deviations for question 1 ranged from .32 - .64.

Table 17: Most Important Leadership Responsibilities and Behaviors (N=103)
Leadership Behaviors/Responsibility

1 1
Mean

Note: Responsibilities arranged by descending mean score.

Standard Deviation

1

In determining the most important leadership responsibilities and behaviors
among National Distinguished Principals, there were both similarities and differences
when compared to the results of the Waters, Marzano, and McNulty meta-analysis
conducted in 2003. For example, Communication was identified as "Very Important" or
"Important" by 100% (103) of respondents. It also had the highest mean (3.88) in
relation to all of the other leadership responsibilities (see Table 17). Contrary to this
data, Communication was ranked in the bottom third of behaviors that correlated with
improved student achievement in the McREL meta-analysis. Another illustration of the
differences between these two studies is that participating principals categorized
Intellectual Stimulation at the lower end of practices when striving to meet NCLB
mandates. However, the McREL research recognized this behavior at the very top of
their findings (see Table 2).
Similarities between the two studies included the leadership responsibility of
Culture being identified by the National Distinguished Principals, as well as Waters,
Marzano, and McNulty, as essential in improving student achievement. In addition, the
behaviors of Flexibility and Optimizer were rated low in comparison to the other 10
leadership responsibilities. In fact, according to both studies, the activities associated
with Optimizer had the overall smallest impact on improving student achievement.
To summarize, the combined percentages for "Very Important" and "Important"
for each leadership responsibility were over 90% (see Table 16). None of the participants
categorized any of the practices as "Not Important". This data suggests that all 11
behaviors identified by Waters, Marzano, and McNulty (2003) are considered important
by National Distinguished Principals when meeting the rigorous high-stakes standards

and accountability measures implemented by the No Child Left Behind Act. Despite a
few commonalities, the majority of leadership responsibilities and behaviors
acknowledged by the National Distinguished Principals as important in improving
student achievement were identified differently when compared to the Waters, Marzano,
and McNulty's 2003 meta-analysis.

Research Question 2
The second research question asked how the rigorous high-stakes standards and
accountability measures implemented by the No Child Left Behind Act have influenced
elementary school leaders, recognized as National Distinguished Principals during the
years 2007,2008, and 2009 by the National Association of Elementary School Principals,
in their effectiveness to execute the leadership responsibilities and behaviors identified by
Waters, Marzano, and McNulty (2003). Respondents rated the 11 leadership
responsibilities associated with significantly improving student achievement using the 5point scale: Increased Greatly, Increased, No Difference, Decreased, or Decreased
Greatly. The numeric values of the descriptors were 5 = "Increased Greatly", 4 =
"Increased", 3 = "No Difference", 2 = "Decreased, and 1 = "Decreased Greatly".
Similar to Research Question 1, in order to analyze and interpret the data,
descriptive statistics were generated on each of the individual responses. This included
the mean scores and standard deviations (see Table 19).
A review of the survey indicated that the No Child Left Behind Act has
contributed to an increase in the ability to execute several leadership responsibilities (see
Table 18). These behaviors include monitoring and evaluating the effectiveness of the

curriculum, instruction, and assessment; consciously challenging the status quo, being
comfortable leading change initiatives with uncertain outcomes, systematically
considering new and better ways of doing things; staying informed about current research
and theory regarding effective schooling, continually exposing teachers and staff to
cutting edge ideas about how to be effective; being knowledgeable about curriculum,
instructional, and assessment practices; and providing conceptual guidance for teachers
regarding effective classroom practice. With 85.4% (88) of respondents indicating an
increase and a mean of 4.23 (SD = .72), Monitorinfivaluating was the most influenced
behavior when considering the mandates of NCLB. The value of this responsibility was
also reflected in the previous research question by 84.5% of principals identifying it as
one of the most important (see Table 16). Being a Change Agent had a mean of 3.94 (SD
= .83) and was reported by

70.9% (73) of principals as "Increased" or "Increased

Greatly". Both the responsibilities, Intellectual Stimulation and Knowledge of
Curriculum, Instruction, and Assessment, were identified by over 65% (87) of survey
participants as increasing. Intellectual Stimulation had a mean of 3.87 and a standard
deviation of .78. The responsibility of Knowledge of Curriculum, Instruction, and
Assessment had an identical mean of 3.87 but a lower standard deviation of .76 (see
Table 19). It is interesting to note, that, despite Intellectual Stimulation being ranked at
the top of leadership behaviors influenced by NCLB, this responsibility was classified in
the previous research question as having relatively low importance.
Table 19 presents the descriptive statistics for the 11 responsibilities identified by
Waters, Marzano, and McNulty (2003). Each behavior is listed by descending mean
score. It is important to note that the higher the mean score, the stronger the principals

agreed that the No Child Left Behind Act has influenced their effectiveness to execute
these behaviors. All 11 behaviors had a mean value between 5.0 "Increased Greatly" and
3.0 "No Difference". Based on the larger mean range, the data is more spread out than
research question 1. In addition, there was no consistent pattern between means and
standard deviations as previously pointed out (see table 17). The one similarity between
both research questions was that the leadership responsibility with the highest mean also
had the lowest standard deviation (see Table 19). Standard deviations for question 2

ranged from .72 - .91.

Table 18: The Influence of NCLB on Principal Leadership Responsibilities (N=103)
Increased Increased
No
Decreased Decreased
Greatly
Difference
Greatly

Data for three of the leadership behaviors shows principals split on their impact.
The responsibilities, Optimizer, inspiring teachers and staffto accomplish things that
might seem beyond their grasp, portraying a positive attitude about the ability of teachers
and staff to accomplish substantial things, and being a driving force behind major

initiatives; Flexibility, being comfortable with major changes in how things are done,
encouraging people to express opinions that may be contrary to those held by individuals
in positions of authority, adapting leadership style to needs of specific situations, and
being directive or non-directive as the situation warrants; and Ideals/Beliefs, holding
strong professional ideals and beliefs about schooling, teaching, and learning, and sharing
ideals and beliefs about schooling, teaching, and learning with teachers, staff, and
parents, all reflect approximately 50% of respondents who indicate an increase in
execution, along with 50% reporting no difference or a decrease (see Table 18).

Table 19: The Influence of NCLB on Principal Leadership Responsibilities (N=103)

I

Leadership Behaviorsmesponsibility

I I
Mean

Standard Deviation

Note: Responsibilities arranged by descending mean score.
Based on the frequency of responses, participants reported that the behaviors of
providing and enforcing clear structures, rules, and procedures for teachers, staff, and
students, and establishing routines regarding the running of the school that teachers and
staff understand and follow; being easily accessible to teachers and staff, developing

I

effective means for teachers and staff to communicate with one another, and maintaining
open and effective lines of communication with teachers and staff; promoting
cooperation among teachers and staff, promoting a sense of well-being, promoting
cohesion among teachers and staff, and developing a shared vision of what the school
could be like; and providing opportunities for input from teachers and staff on all
important decisions, and providing opportunities for teachers and staff to be involved in
policy development were often unchanged as a result of the mandates set fourth in NCLB
(see Table 18).
The responsibility of Order was categorized by 54.4% (56) of elementary school
principals as having "No Difference". Its mean of 3.48 and standard deviation of .SO
reflects the lowest of all behaviors, making it the least influenced practice (see Table 19).
This ranking is confirmed in the previous research question by being placed near the
bottom of important responsibilities.
Activities associated with Order were followed by Communication with 50.5%
(52) and Input with 49.5% (51) of principals identifying these actions as unaffected.
Similarly, respondents also indicated the lack of change for Culture with 48.5% (50) and
a mean of 3.53. The standard deviation of .9l for Culture was the highest of all 11
responsibilities, and shows a wider spread of responses when compared with the others.
Despite the responsibilities of Communication and Culture's being identified as not
increasing due to NCLB, these behaviors ranked at the very top in terms of importance in
meeting its high stakes standards (see Table 16).
The effectiveness of Communication, Input, and Order were designated as
"Decreased" or "Decreased Greatly" by 4.9% (5) of participants. In addition, the ability

to execute the actions associated with Flexibility has decreased by 5.8% (6) of principals.
Culture had the highest proportion of decrease answers with 7.8% (7). Overall, this data
represented a very small percentage of total survey responses (3.6%).
In determining the influence of the No Child Left Behind Act on principal
leadership responsibilities and behaviors among National Distinguished Principals, there
were both similarities and differences when compared to the results of the Waters,
Marzano, and McNulty meta-analysis conducted in 2003. For example,
MonitoringEvaluating was identified by 85.4% (88) of respondents as "Increased" or
"Increased Greatly". It also had the highest mean (4.23) in relation to all of the other
leadership responsibilities (see Table 19). Contrary to this data, Monitoring/Evaluating
was ranked in the middle of behaviors that correlated with improved student achievement
in the McREL meta-analysis. Another illustration of the differences between these two
studies is that participating principals categorized Knowledge of Curriculum, Instruction,
and Assessment and Optimizer near the top of behaviors influenced by NCLB. However,
the McREL research recognized these behaviors at the very bottom of their fmdings (see
Table 2). The last example comes from the responsibilities of Input and Culture. These
behaviors were identified by respondents as having changed minimally, as opposed to
Waters, Marzano, and McNulty who rate them as highly correlated to improving student
achievement.
Similarities between the two studies include the recognition of the leadership
responsibilities Change Agent and Intellectual Stimulation. These behaviors were
identified by the National Distinguished Principals as being significantly influenced by
No Child Left Behind, while Waters, Marzano, and McNulty classified them as two of

the highest correlated responsibilities in improving student achievement. In addition, the
behaviors of Communication and IdealsiBeliefs were rated similarly in both studies.
To summarize, participating National Distinguished Principals reported that the
No Child Left Behind Act contributed to an increase in their ability to execute 4 of the 11
leadership responsibilities (MonitoringEvaluating, Change Agent, Intellectual
Stimulation, and Knowledge of Curriculum, Instruction, and Assessment) identified by
Waters, Marzano, and McNulty (2003). According to the data, the implementation of the
remaining 7 behaviors (Optimizer, Flexibility, IdealsiBeliefs, Input, Culture,
Communication, and Order) has remained relatively unchanged. The fact that there are
no means below 3.0 indicated that the influence of NCLB has not significantly decreased
participating principal's abilities to execute any of the 11 leadership responsibilities.
Despite a few commonalities, the majority of leadership responsibilities and behaviors
acknowledged by National Distinguished Principals as influenced by the No Child Left
Behind Act were identified differently when compared to the Waters, Marzano, and
McNulty 2003 meta-analysis.

Demographic Correlations

What is the relationship, if any, between the leadership responsibilities and
behaviors of National Distinguished Principals and the following demographic factors:
gender, age, education level, years of administrative experience, years of service at
current school, school size, community classification,percentage of students on free or
reduced lunch, and AYP status?

Principal's Gender
The following two correlations investigated the relationships between the
principal's gender and the leadership responsibilities and behaviors identified by Waters,
Marzano, and McNulty (2003). The researcher performed two separate Pearson ProductMoment Correlations (2-tailed) to examine and interpret the data. The analysis used a pvalue of 0.05 as the criterion for significance. Correlation coefficients were considered
small when they ranged from .10 to .30, medium when .3 1 to .50, or large when .51 to 1.0
(Cohen, Cohen, West, and Aiken, 2003).
Table 20 shows five significant correlations between the principal's gender and
the most important leadership responsibilities when meeting the rigorous high-stakes
standards implemented by the No Child Left Behind Act. The identified behaviors were
Change Agent (r = ,220, p = .026), Culture (r = .3 10, p = .001), Input (r = .232, p = .018),
Intellectual Stimulation (r = .240, p = .015), and Order (r = .319, p = .001). All five
relationships were positive. The correlation between gender and the leadership
responsibilities of Change Agent, Input, and Intellectual Stimulation were small. The
correlations for Culture and Order were considered medium.
The second correlation examined the relationships between principal's gender and
the effectiveness to execute the leadership responsibilities and behaviors influenced by
the accountability measures of the No Child Left Behind Act. Table 2 1 shows one
significant correlation. The identified behavior was Input (r = -.194, p = .050). The
correlation was negative and considered small.

Table 20: Correlations of Principal's Gender and the Most Important Leadership
Responsibilities and Behaviors (N=103)

Note: * p < .05 ** p <_ .O1 (2-tailed)
Table 21: Correlations of Principal's Gender and the Most Influenced Leadership
Responsibilities and Behaviors (N=103)

I

Leadership Behaviors/Responsibility

Note: * p 5.05 (2-tailed)

I

r

p
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Principal's Age
The next two correlations investigated the relationships between principal's age
and the leadership responsibilities and behaviors identified by Waters, Marzano, and
McNulty (2003). The researcher performed two separate Pearson Product-Moment
Correlations (2-tailed) to examine and interpret the data. The analysis used a p-value of
0.05 as the criterion for significance. Correlation coefficients were considered small
when they ranged from .10 to .30, medium when .3 1 to .50, or large when .5 1 to 1.0
(Cohen, Cohen, West, and Aiken, 2003).
Table 22 shows no significant correlations between principal's age and the most
important leadership responsibilities when meeting the rigorous high-stakes standards
implemented by the No Child Left Behind Act.

Table 22: Correlations of Principal's Age and the Most Important Leadership
Responsibilities and Behaviors (N=103)
Leadership BehaviorslResponsibility

r

Like the previous correlation, Table 23 reflects no significant relationships
between the age of the principal and the effectiveness to execute the leadership
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responsibilities and behaviors influenced by the accountability measures of the No Child
Left Behind Act. Despite the absence of significant relationships, nearly all of the
correlations were positive.
Table 23: Correlations of Principal's Age and the Most Influenced Leadership
Responsibilities and Behaviors (N=103)

I

Leadership Behaviors/Responsibility

i

Principal's Education Level
The next two correlations investigated the relationships between principal's
education level and the leadership responsibilities and behaviors identified by Waters,
Marzano, and McNulty (2003). The researcher performed two separate Pearson ProductMoment Correlations (2-tailed) to examine and interpret the data. The analysis used a pvalue of 0.05 as the criterion for significance. Correlation coefficients were considered
small when they ranged from .10 to .30, medium when .31 to .50, or large when .5 1 to 1.0
(Cohen, Cohen, West, and Aiken, 2003).

Table 24 shows one significant correlation between principal's education level
and the most important leadership responsibilities when meeting the rigorous high-stakes
standards implemented by the No Child Left Behind Act. The identified behavior was
Communication (r = -.207, p = ,036). The correlation was negative and considered
small.

Table 24: Correlations of Principal's Educational Level and the Most Important
Leadership Responsibilities and Behaviors (N=103)

Leadership Behaviorsmesponsibility

r

P

-.154
-.207(*)
.018
-.080
.I51

.I20
,036
360
.422
.I29

068

497

Intellectual Stimulation
Knowledge of Curriculum, Instruction, and Assessment
MonitoringEvaluating
Optimizer

,044
-.009
.064
-.031

.659
.929
.520
,755

Order

-.I53

.I 22

Change Agent
Communication
Culture
Flexibility
Ideals/Beliefs
Tnniit

Note: * p 5.05 (2-tailed)
Table 25 reflects no significant relationships between the principal's education
level and the effectiveness to execute the leadership responsibilities and behaviors
influenced by the accountability measures of the No Child Left Behind Act.

Table 25: Correlations of Principal's Education Level and the Most Influenced
Leadership Responsibilities and Behaviors (N=103)

Leadership BehaviorslResponsibility

r

P

Years Sewed as Administrator/Principal
This portion of the study investigated the relationships between years of
experience as an administratorlprincipal and the leadership responsibilities and behaviors
identified by Waters, Marzano, and McNulty (2003). The researcher performed two
separate Pearson Product-Moment Correlations (2-tailed) to examine and interpret the
data. The analysis used a p-value of 0.05 as the criterion for significance. Correlation

coefficients were considered small when they ranged from .10 to .30, medium when .31
to .50, or large when .51 to 1.0 (Cohen, Cohen, West, and Aiken, 2003).
Table 26 shows no significant correlations between total years of administration
experience and the most important leadership responsibilities when meeting the rigorous
high-stakes standards implemented by the No Child Left Behind Act. In addition to
finding no significant relationships, most of the correlations were negative.

Table 26: Correlations of Total Years of Administrative Experience and the Most
Important Leadership Responsibilities and Behaviors (N=103)
Leadership BehaviordResponsibility

The second correlation examined the relationships between years of experience as
an administrator/principal and the effectiveness in executing the leadership
responsibilities and behaviors influenced by the accountability measures of the No Child
Left Behind Act. The data in Table 27 shows that no significant connections were found.
Despite the absence of significant relationships, most of the correlations were positive.

Years Sewed as Principal at Current School
This portion of the study investigated the relationships between years as principal
at current school and the leadership responsibilities and behaviors identified by Waters,
Marzano, and McNulty (2003). The researcher performed two separate Pearson ProductMoment Correlations (2-tailed) to examine and interpret the data. The analysis used a pvalue of 0.05 as the criterion for sigGcance.

Correlation coefficients were considered

small when they ranged from .10 to .30, medium when .31 to .50, or large when .51 to 1.0
(Cohen, Cohen, West, and Aiken, 2003).

Table 27: Correlations of Total Years of Administrative Experience and the Most
Influenced Leadership Responsibilities and Behaviors (N=103)

Leadership Behaviors/Responsibility

r

P

Table 28 shows one significant correlation between years as principal at current
school and the most important leadership responsibilities when meeting the rigorous
high-stakes standards implemented by the No Child Left Behind Act. The identified
behavior was Knowledge of Curriculum, Instruction, and Assessment (r = -.268, p =
,006). The correlation was negative and considered small.
The second correlation examined the relationships between years as principal at
current school and the effectiveness to execute the leadership responsibilities and
behaviors influenced by the accountability measures of the No Child Left Behind Act.
The data in Table 29 shows no significant

correlations were found. In addition to finding

no significant relationships, most of the correlations were negative.

Table 28: Correlations of Total Years as Principal at Current School and the Most
Important Leadership Responsibilities and Behaviors (N=103)
Leadership Behaviorsmesponsibility

Note:

** p

r

P

i .Ol (;?-tailed)

Table 29: Correlations of Total Years as Principal at Current School and the Most
Influenced Leadership Responsibilities and Behaviors (N=103)
r

P

-.076
.022

p..lh.--

.444
.822
.I83

1

.
,
&
L

Leadership Behaviors/Responsibility
Change Agent
Communication

IdealsAeliefs
Input
Intellectual Stimulation
Knowledge of Curriculum, Instruction, and Assessment
Monitorinflvaluating
I

0')1

-.I62
-.039
-.063
.046
-.002

.lo2
.693
.526
.641
,987
.428
.772

School Size
The next correlations investigated the relationships between school size and the
leadership responsibilities and behaviors identified by Waters, Marzano, and McNulty
(2003). The researcher performed two separate Pearson Product-Moment Correlations
(2-tailed) to examine and interpret the data. The analysis used a p-value of 0.05 as the
criterion for significance. Correlation coefficients were considered small when they
ranged from .10 to .30, medium when .31 to .50, or large when .51 to 1.0 (Cohen, Cohen,
West, and Aiken, 2003).
Table 30 shows three significant correlations between school size and the most
important leadership responsibilities when meeting the rigorous high-stakes standards
implemented by the No Child Left Behind Act. The identified behaviors were Change
Agent (r = .292, p = .003), Culture (r = .232, p = .018), and MonitoringEvaluating (r =
,260, p = .008). All three relationships were positive and considered small.
The second correlation examined the relationships between school size and the
effectiveness to execute the leadership responsibilities and behaviors influenced by the
accountability measures of the No Child Left Behind Act. Table 31 shows five
significant correlations. The identified behaviors were Change Agent (r = ,224, p =
.023), Communication (r = .314, p = .001), Flexibility (r = ,240, p = .014), IdealsBeliefs
(r = .225, p = .023), and Order (r = ,207, p = .036). All five relationships were positive.
The correlation between school size and the behaviors of Change Agent, Flexibility,
IdealsBeliefs, and Order were small. The correlation for Communication was
considered medium.

Table 30: Correlations of School Size and the Most Important Leadership
Responsibilities and Behaviors (N=103)
Leadership Behaviors/Responsibility

Note: * p 5.05

** p 5 .O1 (2-tailed)

Table 3 1: Correlations of School Size and the Most Influenced Leadership
Responsibilities and Behaviors (N=103)
Leadership Behaviors/Responsibility

Note: * p i .05 ** p i .O1 (2-tailed)

School Community Classification
The next two correlations investigated the relationships between the community
classification of the school and the leadership responsibilities and behaviors identified by
Waters, Marzano, and McNulty (2003). The researcher performed two separate Pearson
Product-Moment Correlations (2-tailed) to examine and interpret the data. The analysis
used a p-value of 0.05 as the criterion for significance. Correlation coefficients were
considered small when they ranged from .10 to .30, medium when .31 to S O , or large
when .5 1 to 1.0 (Cohen, Cohen, West, and Aiken, 2003).
Table 32 shows no significant correlations between the community classification
of the school and the most important leadership responsibilities when meeting the
rigorous high-stakes standards implemented by the No Child Left Behind Act.
Table 32: Correlations of School Community Classification and the Most Important
Leadership Responsibilities and Behaviors (N=103)

Leadership BehaviorslResponsibility

r

P

The second correlation examined the relationships between the community
classification of the school and the effectiveness to execute the leadership responsibilities

and behaviors influenced by the accountability measures of the No Child Left Behind
Act. Table 33 shows one significant correlation. The identified behavior was Intellectual
Stimulation (r = ,283, p = ,004). The correlation was positive and considered small.

Table 33: Correlations of School Community Classification and the Most Influenced
Leadership Responsibilities and Behaviors (N=103)

I

Leadership Behaviors/Responsibility

Note:

I

** p i .0l (2-tailed)

Students on Freemeduced Lunch
This portion of the study investigated the relationships between the percentage of
students receiving free or reduced lunch and the leadership responsibilities and behaviors
identified by Waters, Marzano, and McNulty (2003). The researcher performed two
separate Pearson Product-Moment Correlations (2-tailed) to examine and interpret the
data. The analysis used a p-value of 0.05 as the criterion for significance. Correlation
coefficients were considered small when they ranged from .10 to .30, medium when .3 1
to SO, or large when .51 to 1.0 (Cohen, Cohen, West, and Aiken, 2003).

I

Table 34 shows no significant correlations between the percentage of students in
the school on freelreduced lunch and the most important leadership responsibilities when
meeting the rigorous high-stakes standards implemented by the No Child Left Behind
Act.

Table 34: Correlations of Students on FreeReduced Lunch and the Most Important
Leadership Responsibilities and Behaviors (N=103)
Leadership Behaviors/Responsibility

Table 35 reflected no significant relationships between the percentage of students
on freelreduced lunch and the effectiveness to execute the leadership responsibilities and
behaviors influenced by the accountability measures of the No Child Left Behind Act. In
addition to finding no significant relationships, most of the correlations were negative.

AYP Status
This portion of the study investigated the relationships between a school's AYP
status and the leadership responsibilities and behaviors identified by Waters, Marzano,
and McNulty (2003). The researcher performed two separate Pearson Product-Moment

Correlations (2-tailed) to examine and interpret the data. The analysis used a p-value of
0.05 as the criterion for significance. Correlation coefficients were considered small
when they ranged from .10 to .30, medium when .3 1 to .50, or large when .5 1 to 1.0
(Cohen, Cohen, West, and Aiken, 2003).
Table 35: Correlations of Students on FreeReduced Lunch and the Most Influenced
Leadership Responsibilities and Behaviors (N=103)

I

Leadership Behaviors/Responsibility

Change Agent
Communication
Culture
Flexibility
IdealslSeliefs
Input
Intellectual Stimulation
Knowledge of Curriculum. Instruction. and Assessment

.046
-.I83
-.046
-.054
-.lo4
-.I10
-.025
-.I17

.645
.065
.648
.585
.296
.269
.804
.241

Table 36 shows two significant correlations between a school's AYP status and
the most important leadership responsibilities when meeting the rigorous high-stakes
standards implemented by the No Child Left Behind Act. The identified behaviors were
Change Agent (r = .201, p = .042) and IdealslSeliefs (r = -.264, p = .007). Both
relationships were positive and considered small.
The second correlation examined the relationships between a schools' AYP status
and the effectiveness to execute the leadership responsibilities and behaviors influenced
by the accountability measures of the No Child Left Behind Act. Table 37 shows three
significant correlations. The identified behaviors were Culture (r = .205, p = .037), Input

(r = .197, p = .046), and Intellectual Stimulation (r = .198, p = .045). All three
relationships were positive and considered small.
Table 36: Correlations of AYP Status and the Most Important Leadership
Responsibilities and Behaviors (N=103)
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Leadership BehaviordResponsibility

I

r

I

p

I

Note: * p <_ .05 ** p i .O1 (2-tailed)
Table 37: Correlations of AYP Status and the Most Influenced Leadership
Responsibilities and Behaviors (N=103)
Leadership BehaviorslResponsibility

Note: * p 5.05 (2-tailed)

r

P

Summary
The chapter began with an overview of the data analysis procedures and a
description of the demographic characteristics of the 103 participating National
Distinguished Principals. The responses for each of the research questions regarding the
impact of leadership practices and the No Child Left Behind Act on student achievement
were examined using descriptive statistics such as frequencies, percentages, means, and
standard deviations. Comparisons were made between this study and the McREL metaanalysis conducted by Waters, Marzano;and McNulty in 2003. The possibility of
relationships between leadership responsibilities and demographic factors were also
investigated using Pearson Product-Moment Correlations.
The data suggested that all 11 behaviors identified by Waters, Marzano, and
McNulty (2003) were considered important when meeting the rigorous high-stakes
standards implemented by the No Child Left Behind Act. However, the three most
important leadership responsibilities when guiding complex change and improving
student achievement were establishing strong lines of communication with and among
teachers and students (Communication), monitoring the effectiveness of school practices
and their impact on student learning (Monitoringl'valuating), and fostering shared
beliefs and a sense of community and cooperation (Culture). Participating National
Distinguished Principals reported their effectiveness in executing the responsibilities of
monitoring and evaluating the curriculum, instruction, and assessment
(Monitoring/Evaluating);consciously challenging the status quo, being comfortable
leading change initiatives with uncertain outcomes, systematically considering new and
better ways of doing things (Change Agent); staying informed about current research and

theory regarding effective schooling, continually exposing teachers and staffto cuttingedge ideas about how to be effective (Intellectual Stimulation); and being knowledgeable
about curriculum, instructional, and assessment practices, and providing conceptual
guidance for teachers regarding effective classroom practice (Knowledge of Curriculum,
Instruction, and Assessment) have been the most influenced by the accountability
measures associated with NCLB. No significant relationships with correlations that
would be considered large were identified between the leadership responsibilities and
behaviors of National Distinguished Principals and the demographic factors of gender,
age, education level, years of administrative experience, years of service at current
school, school size, community classification, percentage of students on free or reduced
lunch, and AYP status.
The insights gained by this study will contribute to the existing literature on
school leadership; provide implications for future principal development, preparation,
training, and hiring practices; and help current administrators meet the rigorous highstakes standards and accountability measures implemented by NCLB. Chapter V will
provide an interpretation of the data and conclusions. Findings will be presented in a
manner that extends the knowledge base in Chapter 11. In addition, suggestions for
policy, practice, and further research will be discussed.

CHAPTER V

SUMMARY, RECOMMENDATIONS, IMRLICATIONS, AND CONCL

This research was conducted to discover the practices of high performing
elementary school leaders that were designated as "exemplary" by the National
Association of Elementary School Principals (NAESP). Identification of these behaviors
can serve as a guide for principals faced with the challenges of increased scrutiny and
demands for improved student performance. Insights gained by this investigation may
provide opportunities for those interested in educational leadership at the level of school
principal to reflect upon. In addition, these findings may have significance in assisting
districts in tailoring future professional development, influencing the hiring criteria for
new principals, aiding state lawmakers with developing new regulations for certification
of administrative leaders, and serving as a resource to higher education institutions
administrative preparation programs.
The chapter presents a summary of the research purpose, procedures, and
findings. The relationship between the quantitative results and the literature is discussed.
The chapter concludes with describing the limitations of the study, recommendations for
further research, and implications of the study on the practice of school leadership.

Summary of Purpose
The survey (see Appendix A) consisted of three sections. The first part contained
questions intended to produce demographic data about the principals and their schools.
The next segment had participants identify the most important leadership responsibilities
when working towards improving student achievement. The last portion of the survey
asked school leaders to describe how their behaviors have been influenced by the
mandates of NCLB.
Based on findings from the study, the researcher sought to examine the most
essential leadership responsibilities associated with improving student achievement. In
addition to investigating the possibility of relationships between leadership
responsibilities and demographic factors, the following questions guided the study:

1. Which leadership responsibilities and behaviors, identified by Waters,
Marzano, and McNulty (2003), do elementary school leaders, recognized as
National Distinguished Principals during the years 2007,2008, and 2009 by
the National Association of Elementary School Principals, consider most
important when meeting the rigorous high-stakes standards and accountability
measures implemented by the No Child Left Behind Act?

2. How have the rigorous high-stakes standards and accountability measures
implemented by the No Child Left Behind Act influenced elementary school
leaders, recognized as National Distinguished Principals during the years
2007,2008, and 2009 by the National Association of Elementary School

Principals, in their effectiveness in executing the leadership responsibilities
and behaviors identified by Waters, Marzano, and McNulty (2003)?

Summary of Procedures
The researcher used a survey methodology to collect quantitative data from
award-winning elementary school principals. Building on the Mid-continent Research
for Education and Learning's (McREL) 21 principal leadership responsibilities and the
Balanced Leadership Framework (Waters, Marzano, and McNulty, 2003), the survey
instrument explored 11 of the 21 behaviors associated with significantly improving
student achievement (see Table 4). These 11 responsibilities were identified based on the
difficulty and effort required when leading the complex "second order" change associated
with meeting the rigorous high-stakes standards and accountability measures
implemented by the No Child Left Behind Act.
The population for this study was composed of 151 successful elementary school
leaders from across the nation. Participants were recognized as National Distinguished
Principals during the years 2007,2008, and 2009 by the National Association of
Elementary School Principals. Although 151 principals were invited to participate, it was
discovered that several members of the population had retired or accepted positions other
than the principalship. This left a potential population for the study of 138. A link to the
self-administered online survey was sent electronically by e-mail to these individuals. A
letter of solicitation (see Appendix C) explaining the purpose of the study was embedded
in this correspondence. Participation in the research study was voluntary and

anonymous. A total of 103 principals completed the survey, resulting in an overall strong
74.6% response rate (Dillman, 2007).
The survey was housed online at SurveyMonkey.com. Data was collected from
the survey service, and then analyzed using SPSS (Statistical Package for Social
Sciences), Version 16.0 for Windows software. The demographic characteristics of
participants and the two research questions were examined using descriptive statistics
including means and standard deviations. Statistically significant relationships between
demographic characteristics and leadership responsibilities were investigated using a
Pearson Product-Moment Correlation.

Demographic Data and Patterns
The survey contained questions intended to produce specific demographic data
about the principals and their schools. Principal questions included gender, age group,
educational level, years as principal, and years as principal at current school. School
questions included the total number of st

mts, community classification (Rural,

Suburban, or Urban), the percentage of s

ents on free or reduced lunch, the percentage

of the student body representing each eth
The first question of the survey v

group, and the schools' AYP status.
regarding gender. Sixty-five principals,

representing 63.1% of the population, wc

female; and thirty-eight principals,

representing 36.9% of the sample, indica

they were male (see Table 6). Although the

gender of respondents was not broken do

into equal percentages, it was closely aligned

with the ratio of award recipients, as well

recent nationwide trends. Participants,

recognized as National Distinguished Pri

pals during the years 2007,2008, and 2009

by the National Association of Elementary School Principals were 69.5% female and
30.5% male (see Appendix B). This ratio is not necessarily due to females' being more
effective administrators, but contributed to the lack of male principals serving at the
elementary level (Macaluso, 2009). Looking at data from across the country during the
2007-2008 school year, over 60% of public school elementary principals were female.
This is a big change from 20 years earlier, when more than three quarters of all public
school principals were male (Viadero, 2009). Considering that over 90% of classroom
teachers at the elementary level are women (National Center for Education Statistics,
2009), the fact that more of them are stepping up to become principals is not unexpected.
The survey asked respondents to identify their age range. The highest percentage
of respondents were between 41-50 years of age (39.8%), followed by 51-60 (38.8%),
then 60+ (1 1.7%). No one in the group indicated they were between the ages of 21-30
(see Table 7). With 50% of the principals over the age of 5 1, this finding is consistent
with the National Association of Elementary School Principals' research that states large
percentages of school administrators will be retiring in the coming years (2000). The
data indicates that a challenging task lies ahead for schools trying to maintain leadership
continuity.
The next question inquired as to the education level of respondents. A large
majority of the participants had a Master's degree (74.8%). 25.2% of principals indicted
they had a Doctorate. No principals were identified as having only a Bachelor's degree
(see Table 8). In comparison to a survey conducted by the National Center for Education
Statistics (2009), the percentage of participating National Distinguished Principals'

earning a Doctorate (25.2%) was signif~cantlyhigher than the national average of
principals' (8%) receiving the degree.
The survey asked participants to identify their years of experience as an

administratorlprincipal. The highest percentage of principals answered 11-15 years of
experience (33%). The next largest group had 6-10 years (29.1%), followed by 21+ years
of experience (23.3%). No respondents had 0-5 years of administrative experience (see
Table 9). Participants were also asked to identify the years of experience as principal at
their current school. The highest percentage of participants had 6-10 years of experience
(38.8%), followed by 0-5 years (28.2%), and then 11-15 years (20.4%). Only a small
percentage of principals indicated they had 21+ years of experience (1.9%) at their
current school (see Table 10). The data reflects a higher average for years of
administrator/principal experience than for years of principal experience at the current
school. This difference could signal that many of the survey participants began their
careers as assistant principals, department supervisors, or in other administrative roles. It
could also indicate a certain amount of mobility among principals. When compared to
the literature, the sample of National Distinguished Principals for this study had more
experience as an administrator and at their current school than non-award recipients.
Public elementary school principals had, on average, 7.5 years of experience as a
principal of which 4.2 years were spent in their current school (National Center for
Education Statistics, 2009).
The next question in the demographics section of the survey asked respondents
about the number of students in their schools. By far the largest school size for principals
was 250-499 students (54.4%), followed by 500-749 students (21.4%), and then 0-249

students (12.6%). No one in the sample population reported working in a school of 1000
students or more (see Table 1 1). These results complement the current evidence on the
benefits of smaller schools. According to the research of Leithwood and Jantzi (2009),
elementary schools should be limited in size to between 300-500 students, depending on
the children's social and economic backgrounds.
The survey asked respondents to classify the community their school was located
in (see Table 12). Most respondents answered "suburban", constituting 48.5% of the
schools. Thuty-six principals or 35% reported their schools were located in a rural
setting. Only seventeen participants indicated their school's community was urban

(16.5%). The percentage of National Distinguished Principals working in a suburban
setting was just slightly lower than the national average (50%). There were much larger
discrepancies between the sample population and national averages regarding urban and
rural communities. 35% of participating National Distinguished Principals served in a
rural community, with the average being 22.6%. Respondents working in an urban
setting (16.5%) represented a much lower percentage than the national average of 27.4%
(National Association of Elementary School Principals, 2006).
Respondents were asked to estimate the approximate percentage of students in
their schools who received free or reduced lunch (see Table 13). The most frequent
percentage of students was 61-70 (26.2%), followed by 41-50 (12.6%), and then 51-60

(10.7%). The survey data is representative of the current literature. The National School
Lunch Program was established by the federal government in 1946 under the National
School Lunch Act. It provides nutritionally balanced free or reduced-price lunches to
school children from economically disadvantaged families. To qualify for a free lunch, a

family of four must earn less than $28,665 per year. To qualify for lunch at a reduced
rate, a family of four must earn less than $40,793 per year (Barrett, 2009). The program
operates in all 50 states and in nearly 101,000 schools. In 2007-2008, according to the
National Center for Education Statistics (NCES) 59% of students (30 million) were
eligible (2009). Nationally, as the economy struggles to regain its footing, schools are
seeing an increase in program participation (Barrett, 2009).
The next question in the survey had National Distinguished Principals identify the
approximate percentage of children in their schools' representing each ethnic group. An
overwhelming percentage of students in these schools were Caucasian (68.7%). The next
closest ethnic groups were HispanicLatino, representing 12.7%; and African American
with 12% (see Table 14). According to the National Center for Education Statistics
(2009), the racial and ethnic composition of students enrolled in public schools was
Caucasian (58%), HispanicLatina (20%), African American (16'%), AsiadPacific
Islander (4%), and American IndiadAlaskaNative (1%). These findings indicate a
significantly higher percentage of Caucasian students at respondents' schools. The
percentage of Hispanic/Latino and African American children were underrepresented in
the sample when compared to national averages.
The last question in the demographic section of the survey asked whether or not
the respondents' schools have met AYP requirements under NCLB standards for the past
two years. Under No Child Left Behind, the most important factors in determining
whether a school makes adequate yearly progress (AYP) are scores on reading and
mathematics assessments. These high-stakes tests are administered annually to children
to assess performance on state adopted curriculum standards. To make AYP, a school

must meet achievement guidelines for its student population as a whole, as well as each
demographic subgroup. These groups include racial and ethnic minorities, students with
disabilities, and those who are eligible for services as English-language learners. AYP
targets are set by each state based on meeting the law's overall goal that all students be
proficient in reading and math by 2014. Eighty-six principals, constituting 83.5% of the
sample population, reported that their schools have successfully met Adequate Yearly
Progress. Seventeen participants (16.5%) indicated they had not met AYP (see Table
15). These fmdings indicate a slightly lower percentage of schools' not meeting adequate
yearly progress, compared to the national average. According to Hoff (2OO9), during the
2007-08 school year, nearly 30,000 schools in the United States failed to make AYP as
defined under the No Child Left Behind Act (NCLB). Over half of these 30,000 schools
have missed their achievement goals for two or more years. This translates to one out of
five, or 20%, of our nation's public school at some stage of the federally mandated
process designed to improve student achievement (Hoff, 2009). This researcher expects
that the number of schools that will not meet AYP will increase as we approach 2014 and
the expectation of 100% proficiency for all students.

Research Questions
The first research question asked elementary school leaders, recognized as
National Distinguished Principals during the years 2007,2008, and 2009 by the National
Association of Elementary School Principals, what leadership responsibilities and
behaviors, identified by Waters, Marzano, and McNulty (2003), they considered most
important when meeting the rigorous high-stakes standards and accountability measures

implemented by the No Child Left Behind Act. The principals were provided with the
general definitions for each of the 11 responsibilities. Therefore, it is reasonable to
conclude that responses were based on similar understandings of the behaviors.
Descriptive statistics revealed that the participating National Distinguished
Principals believed that all 11 responsibilities identified by Waters, Marzano, and
McNulty (2003) were considered important in improving student achievement. This is
reflected in Table 17, which shows a mean value between 4.0 "Very Important" and 3.0
"Important" for each behavior. However, the leadership responsibilities of
Communication, MonitoringlEvaluating, and Culture were revealed as the most
important practices among the 11 when guiding complex change and improving student
achievement.
Beginning with the highest rated behavior, Communication was classified "Very
Important" by 88.3% (91) of respondents (see Table 16). These practices include
developing an effective means for teachers to communicate with one another, being
easily accessible to teachers, and maintaining open and effective lines of communication
with staff. This researcher was not surprised to learn of the significance of sharing and
soliciting information kom all groups in the school community. The findings were
consistent with the literature that considers effective communication to be the glue that
holds together all the other responsibilities of leadership (Leithwood and Riehl, 2003). It
is interesting to note how the behaviors associated with communication have expanded
for principals. The McREL definition focuses on the importance of communicating with
teachers and students. In contrast, a review of the literature indicates communication
should involve sharing and soliciting information with all groups in the school

community, including parents (Cotton, 2003). According to the Southern Regional
Education Board (2003), making the parent an active partner in their child's education
and creating a structure for parent and educator collaboration are both traits of effective
principals.
The value of MonitoringIEvaluating was identified very similarly to
Communication, with 84.5% (87) of principals indicating its significance (see Table 16).
This behavior includes continually monitoring the effectiveness of the school's
curricular, instructional, and assessment practices; and being continually aware of the
impact of the school's practices on student achievement. This is by no means a new
concept. Levine and Lezotte (1990) researched schools for more than thlrty years and
identified frequently monitoring the instructional program, to improve student
performance through a variety of assessment procedures, as a characteristic of successful
schools. More recently, the Southern Regional Education Board (2003) identified using
data to initiate and continue improvements in school and classroom practices as a trait of
effective principals.
Culture was also recognized as essential when attempting to meet the challenging
mandates of NCLB. The survey data indicated that this responsibility was considered
"Very Important'' by 83.5% (86) of participants (see Table 16). Culture is associated
with promoting cohesion among staff, promoting a sense of well-being among staff,
developing an understanding of purpose among staff, and developing a shared vision of
what the school could be like. The importance of this behavior suggests that principals
understand how critical developing a caring environment that promotes high expectations
can be on improving student achievement. The value of fostering shared beliefs and a

sense of community and cooperation is a strong theme within the literature on principal
leadership (Leithwood and Riehl, 2003; Southern Regional Education Board, 2003;
Pingle, 2004).
The second research question asked how have the rigorous high-stakes standards
and accountability measures been implemented by the No Child Left Behind Act
influenced elementary school leaders, recognized as National Distinguished Principals
during the years 2007,2008, and 2009 by the National Association of Elementary School
Principals, in their effectiveness to execute the leadership responsibilities and behaviors
identified by Waters, Marzano, and McNulty (2003). Descriptive statistics revealed that
the leadership responsibilities of MonitoringEvaluating, Change Agent, Intellectual
Stimulation, and Knowledge of Curriculum, Instruction, and Assessment have been the
most influenced by the accountability measures associated with NCLB.
With 85.4% (88) of respondents indicating an increase and a mean of 4.23 (SD =
.72), MonitoringIEvaluating was the most influenced behavior when considering the
mandates of NCLB. The value of this responsibility was also reflected in the previous
research question by 84.5% of principals identifying it as one of the most important (see
Table 16). The practices associated with this responsibility include continually
monitoring the effectiveness of the school's curricular, instructional, and assessment
practices; and being continually aware of the impact of the school's practices on student
achievement. Based on the most important factors in determining whether a school
makes adequate yearly progress (AYP) being scores on reading and mathematics
assessments administered annually to children, it is not surprising that principals rated
this behavior as the one most greatly increased, due to the influence of No Child Left

Behind. These findings coincide with the literature that states that principals must be
committed to monitoring assessments, analyzing data, and holding teachers accountable
for failing to fulfill their responsibilities (DuFour, DuFour and Eaker, 2002). Successful
principals make sure that there are systematic procedures for monitoring student progress
at both the school and classroom level. They also ensure that data is disaggregated to
monitor the progress of specific groups and these findings are communicated to all
stakeholders (Cotton, 2003).
Being a Change Agent had a mean of 3.94 (SD = .83), and was reported by 70.9%
(73) of National Distinguished principals as "Increased" or "Increased Greatly". These
practices include consciously challenging the status quo, being comfortable leading
change initiatives with uncertain outcomes, and systematically considering new and
better ways of doing things. Today's effective school leaders are willing to make
organizational changes and take risks for the benefit of students (Kouzes and Posner,
2002). They have the foresight and ability to establish a vision for the future, foster
commitment, and produce the changes needed to achieve their goals (Fleming, 2004).
Dealing with resistance to change and building consensus among diverse stakeholder
groups is not an easy task (Panasonic Foundation, 2001). Consequently, it is not
surprising that principals rated this responsibility near the top of those practices greatly
increasing, due to the influence of the No Child Left Behind Act.
Both the responsibilities of Intellectual Stimulation and Knowledge of
Curriculum, Instruction, and Assessment were identified by over 65% (67) of survey
participants as increasing. Intellectual Stimulation had a mean of 3.87 and a standard
deviation of .78. The responsibility of Knowledge of Curriculum, Instruction, and

Assessment had an identical mean of 3.87 but a lower standard deviation of .76 (see
Table 19).
The behaviors associated with Intellectual Stimulation were staying informed
about current research and theory regarding effective schooling, and continually exposing
teachers and staff to cutting-edge ideas about how to be effective. The Southern
Regional Education Board (2003) identified having a comprehensive understanding of
school and classroom practices that contribute to student achievement as an important
trait of effective principals. Leaders of high-achieving schools offer professional
development activities that are more varied and of higher quality than those in lowerachieving school (Cotton, 2003). The research conducted by the International Center for
Leadership in Education (2000) found that a focused and sustained staff development
program was central to student success.
Knowledge of Curriculum, Instruction, and Assessment was defined as being
knowledgeable about curriculum, instructional, and assessment practices, and providing
conceptual guidance for teachers regarding effective classroom practice. Despite the
increasingly complex demands and challenges confronting principals, it is recommended
that school leaders meet monthly with other administrators to stay abreast of current
advances in curriculum, instruction, and assessment (Fullan, 2001). Principals are
expected to lead in the design of the curriculum, to recognize the elements of sound
instructional practices, and to coach or guide teachers in their professional growth and
development (Panasonic Foundation, 2001). According to Reeves (2004), a principal
must establish a monitoring system that allows them to identify effective versus
ineffective practices in curriculum, instruction, and assessment and evaluate the impact

on student achievement. To do so, the principal must have and seek out knowledge of
best practices in cuniculum, instruction, and assessment.

Demographic Correlations
As described in Chapter IV, Pearson Product-Moment Correlations were
conducted to investigate the possibility of relationships between the leadership
responsibilities and behaviors of National Distinguished Principals and the following
demographic factors: gender, age, education level, years of administrative experience,
years of service at current school, school size, community classification, percentage of
students on free or reduced lunch, and AYP status. Given the respondents' high regard
for the importance, and influence, of these leadership responsibilities, one could have
anticipated that strong correlations would have existed. However, the data did not
support this assumption.
The correlations between the most important and influenced leadership
responsibilities and behaviors, identified by Waters, Marzano, and McNulty (2003), when
meeting the rigorous high-stakes standards and accountability measures implemented by
the No Child Left Behind Act and principal's age, years of experience as an
administratodprincipal, and the percentage of students receiving free or reduced lunch
were not statistically significant. The analysis used a p-value of 0.05 as the criterion for
significance.
The examination of principal's gender, principal's education level, years as
principal at current school, school size, community classification of the school, and a
school's AYP status and the most important and influenced leadership responsibilities

and behaviors identified by Waters, Marzano, and McNulty (2003), when meeting the
rigorous high-stakes standards and accountability measures implemented by the No Child
Left Behind Act, produced several weak relationships. Based on participants' responses,
the highest significant correlations were between principal's gender and Order (.3 19),
school size and Communication (.3 14), and principal's gender and Culture (.3 10).
Considering that coefficients are in the medium range of .31 to .50, these relationships
are hardly noteworthy. The remaining correlations identified as significant had a range
from .I94 to ,292 and were considered small (Cohen, Cohen, West, and Aiken, 2003).

McREL Meta-Analysis Comparison
In determining the most important and influential leadership responsibilities and
behaviors among National Distinguished Principals, there were both similarities and
differences when compared to the results of the Waters, Marzano, and McNulty metaanalysis conducted in 2003.
Beginning with similarities between the two studies, the leadership responsibility
of Culture was identified by the National Distinguished Principals, as well as Waters,
Marzano, and McNulty, as essential in improving student achievement. In addition, the
recognition of the practices associated with Change Agent and Intellectual Stimulation
were categorized by the National Distinguished Principals as being significantly
influenced by No Child Left Behind, while Waters, Marzano, and McNulty classified
them as two of the highest correlated responsibilities in improving student achievement.
Differences between this research and the study conducted by Waters, Marzano,
and McNulty (2003) were found in the leadership responsibilities of Communication,

Knowledge of Curriculum, Instruction, and Assessment, and MonitoringEvaluating. For
example, Communication was identified as "Very Important" or "Important" by 100%
(103) of respondents. It also had the highest mean (3.88) in relation to all of the other
leadership responsibilities (see Table 17). Contrary to this data, Communication was
ranked in the bottom third of behaviors that correlated with improved student
achievement in the McREL meta-analysis. Another illustration of the differences
between these two studies is that participating principals categorized Knowledge of
Curriculum, Instruction, and Assessment near the top of behaviors influenced by NCLB.
However, the McREL research recognized these behaviors at the very bottom of their
findings (see Table 2). Lastly, Monitoring/Evaluating was identified by 85.4% (88) of
respondents as "Increased" or "Increased Greatly". It also had the highest mean (4.23) in
relation to all of the other leadership responsibilities (see Table 19). Contrary to this
data, MonitoringIEvaluating was ranked in the middle of behaviors that correlated with
improved student achievement in the McREL meta-analysis.
There were several characteristics of the studies used in the Waters, Marzano, and
McNulty meta-analysis that could be the reasons for these discrepancies. First, the
McREL examination used research completed or published between 1970 and 2001.
This would make some of the studies used by McREL over 30 years old. The Waters,
Marzano, and McNulty analysis didn't have to take into account, arguably, the most
comprehensive education reform to date, the No Child Left Behind Act. The rigorous
high-stakes standards and accountability measures implemented by this legislation, such
as Adequate Yearly Progress, have led to substantial changes in the curriculum,
instruction, definition of student academic achievement, and the role of the principal.

The profound impact of NCLB occurred well after McREL released its findings in 2003.
As evidenced in Chapter 11, this researcher attempted to use some of the most current
studies in the literature to help analyze the research questions. In addition, the McREL
conclusions were based on the results of questionnaires that asked teachers at the
elementary, middle, and high school levels about their perceptions of principal leadership
behaviors on student academic achievement. The sample for fhis investigation was made
up of national award winning principals. It is believed by this researcher that school
leaders are much more qualified to identify the most important practices by principals in
handling complex change and improving student achievement, than having classroom
teachers pass judgment on what they think a principal should do. Lastly, this study
focused on the elementary level and did not include findings form the middle or high
school.

Limitations of the Study
In addition to those presented in Chapter I, this researcher acknowledges several
delimitations and limitations that could jeopardize the internal or external validity of the
study. Caution should be used when making generalizations based on the research
findings.

1. The study was limited to principals who had access to a computer and the
Internet. The letter of solicitation was disseminated via e-mail, and s w e y
responses were collected electronically using SurveyMonkey.com.

2. Data was collected within a specific time span. Keeping the survey window
open for a longer period of time would have provided the opportunity for
more principals to participate.

3. There was no space for participants to make comments or elaborate on their
answers to questions.

4. This researcher was concerned with the quality of the survey (i.e., acronyms,

verbiage, and the two different Likert scales). Improvement in consistency
and clarity may assist with accuracy of responses, as well as number of
respondents.

5. The length of time required for principals to complete the survey had to be
kept to a minimum in order to reduce the impact on work duties and increase
the likelihood of the questionnaire's being completed and retuned to the
researcher.

Recommendations for Further Research
The following recommendations for further research are based on the findings
from this study.

1. This study was limited to school leaders recognized as National Distinguished

Principals by the National Association of Elementary School Principals

(NAESP) during 2007,2008, and 2009. Perhaps increasing the sample size to
National Distinguished Principals from previous years could gain a better
understanding of the responsibilities and behaviors that have an impact on
student achievement. In addition, including a greater number of principals in
the study could provide findings that were more reliably generalized over the
broader population.

2. The leadership responsibilities of Communication, MonitoringEvaluating,
and Culture were revealed as the most important practices among the 1 1
identified by Waters, Marzano, and McNulty (2003), when guiding complex
change and improving student achievement. Further investigation into the
impact of these behaviors and the practices associated with implementing
them could help principals to better focus their efforts and prioritize the
demands of the job.

3. The leadership responsibilities identified by Waters, Marzano, and McNulty
(2003) of MonitoringEvaluating, Change Agent, Intellectual Stimulation, and
Knowledge of Curriculum, Instruction, and Assessment have been the most
influenced by the accountability measures associated with the No Child Left
Behind Act. Further investigation into ways to effectively execute these
behaviors and the practices related with implementing them could help
principals deal. with the pressure to perform.

4. A study should be conducted similar to the 2003 Waters, Marzano, and
McNulty meta-analysis that utilized the perceptions of teachers rather than
principals. The McREL study was published seven years ago and used
research completed between 1970 and 2001. This new investigation would
employ findings from the current literature and take into consideration the
profound impact of the No Child Left Behind Act. It would be interesting to
compare the results between teachers and principals regarding the impact of
different leadership responsibilities and behaviors on student academic
achievement and how they are being implemented to meet federal and state
benchmarks.

5. Principals working in schools not meeting Adequate Yearly Progress were not

excluded from this research. As AYP requirements rise each year and will
continue to do so toward 100 percent proficiency by 2014, it will become even
more critical to provide school leaders with additional models for
improvement. Perhaps a study could be conducted using only principals that
are currently and consistently meeting all NCLB mandates. This research
could assist school administrators in dealing with the heightened demands on
education, by focusing their attention on the most successful strategies.

6. School districts throughout the nation are struggling to reform and renew their

elementary schools in the midst of mounting pressures from state and federal
agencies. In addition to school leaders recognized as National Distinguished

Principals by the National Association of Elementary School Principals
(NAESP) during 2007,2008, and 2009, a study should be conducted that
includes elementary school principals that have not received this award. It
would be interesting to compare the results between these two groups
regarding the impact of different leadership responsibilities and behaviors on
student academic achievement.

7. While some statistically significant findings emerged from his study, future
research could be designed to seek more in-depth information. This
investigation could be conducted in such a manner that survey participants
could optionally elaborate on their answers. While offering participants the
opportunity to provide open-ended responses might be challenging for the
survey host or researcher, it may add compelling reasons to support the
changes that might be necessary for future program and policy development

8. Although this research only focused on the role of principal, an extensive
analysis performed by the Mid-continent Research for Education and
Learning (McREL) concluded that effective superintendents can have a
significant and positive influence on student achievement (Waters and
Marzano, 2006). Further research could explore the perspectives of national
award-winning superintendents on which leadership responsibilities are most
important in this era of high-stakes accountability. It would be interesting to
compare the results between "exemplary" superintendents and principals

regarding the impact of different behaviors and practices on student academic
achievement and how they are being implemented to meet state and federal.
mandates.

Implications for Practice
The results of this study have important implications for those interested in
educational leadership at the level of the school principal to reflect upon. The
perceptions of nationally recognized principals could help guide those leaders working in
lower-performing elementary schools to improve. Information could be drawn from this
research to assist districts with tailoring future professional development for
administrators. It could influence the hiring criteria for new principals. In addition, these
findings may have significance for state lawmakers regarding potential new regulations
for certification of administrative leaders, as well as serve as a resource to higher
education institutions administrative preparation programs.
The initial training of principals, in large part, rests on the shoulders of colleges
and universities. This preparation is most often accomplished through coursework and
internships at the Master's level. Educators new to the principalship often enter
leadership positions with only their college experiences to rely upon. This makes it even
more critical that authentic challenges and realistic solutions be incorporated into the
university curriculum. This researcher suggests that the results of this study may be
included in the coursework to help provide aspiring principals with the knowledge, skills,
strategies, and tools they need to positively impact student achievement. Focusing on
responsibilities; such as, establishing strong lines of communication with and among

teachers and students (Communication), monitoring the effectiveness of school practices
and their impact on student learning (Monitoring/Evaluating), and fostering shared
beliefs and a sense of community and cooperation (Culture); will help new principals
prioritize the increasingly and complex demands of the job.
Independent action by universities is not the only pathway to transforming
leadership preparation. Policymakers at the state level hold considerable influence
through licensure and accreditation requirements. Recent revisions to principal
preparation programs by state Departments of Education have included the infusion of
performance-based standards, the integration of well-planned clinical experiences with
coursework, and tiered certification systems in which the second level requires evidence
of successful on the job performance. This researcher suggests that results of this study
be reviewed by those in charge of setting policy and legislation designed to govern the
principalship. These findings could help identify the knowledge, competencies, and
skills necessary for effective management and instructional leadership that align with
student performance standards and accountability measures.
Choosing the "right" individual to fill open administrative positions is no easy
task. The responsibility of hiring a principal to lead a school is typically a function of the
superintendent, and ultimately the local school board. This process is paramount if all
students are to achieve at high levels. Principal candidates must be prepared to meet the
difficulty challenges facing our schools. This researcher suggests that results of this
study be included in the hiring process to help superintendents and school boards with
their decision. Reviewing the characteristics of exemplary principals, and the ways they

positively impact student achievement, is an excellent way to develop the necessary
criteria to ensure school success.

In this era of increased accountability and high-stakes testing, school district
administrators continue to search for ways to meet expectations and ensure students have
the skills they will need to be successful (Fleming, 2004). For principals to accomplish
the complex tasks for which they are expected to execute on a daily basis, they need to be
provided with the opportunity to continually learn and grow. This includes developing
familiarity with the latest tools, resources, and best practices associated with curriculum,
instruction, and assessment. This researcher suggests that the results of this study may be
reviewed by districts and compared with other investigations conducted in the field.
These findings could be beneficial in developing in-service workshops, as well as
opportunities for collaboration and networking with other principals.

Conclusions

The implementation of the No Child Left Behind Act (2001), and the resulting
intense focus on standards and student accountability, has changed the education
environment significantly (Rammer, 2007). Ultimately, the mounting pressures from
federal and state agencies that all students reach 100% proficiency in reading and math
by the year 2014, have rested on the shoulders of school principals. With so much at
stake, strong leadership has become critical in order for school reform to be effective and
sustained.
A self-administered survey instrument was used to collect quantitative data about
the level to which elementary school leaders, recognized as National Distinguished

Principals during the years 2007,2008, and 2009 by the National Association of
Elementary School Principals (NAESP), agreed on the responsibilities that have the most
significant impact on student achievement when guiding complex change and how
leadership behaviors have been influenced since the onset of more rigorous high-stakes
standards and accountability measures implemented by the No Child Left Behind Act.
Building on the Mid-continent Research for Education and Learning's (McREL)
21 principal leadership responsibilities and the Balanced Leadership Framework (Waters,
Marzano, and McNulty, 2003), this study explored 1l of the 21 responsibilities
associated with significantly improving student achievement. These 11 "second order"
principal responsibilities were selected based on the difficulty and effort required in
meeting NCLB mandates.
The data suggested that all 11 behaviors identified by Waters, Marzano, and
McNulty (2003) were considered important. However, the three most important
leadership responsibilities when guiding complex change and improving student
achievement were establishing strong lines of communication with and among teachers
and students (Communication), monitoring the effectiveness of school practices and their
impact on student learning (MonitoringEvaluating), and fostering shared beliefs and a
sense of community and cooperation (Culture). Participating National Distinguished
Principals reported their effectiveness in executing the responsibilities of monitoring and
evaluating the curriculum, instruction, and assessment (MonitoringEvaluating);
consciously challenging the status quo, being comfortable leading change initiatives with
uncertain outcomes, systematically considering new and better ways of doing things
(Change Agent); staying informed about current research and theory regarding effective

schooling, continually exposing teachers and staff to cutting edge ideas about how to be
effective (Intellectual Stimulation); and being knowledgeable about curriculum,
instructional, and assessment practices, and providing conceptual guidance for teachers
regarding effective classroom practice (Knowledge of Curriculum, Instruction, and
Assessment) have been the most influenced by the accountability measures associated
with NCLB.
Insights gained by this investigation will provide opportunities for those interested
in educational leadership at the level of the school principal to reflect upon. Identifying
and examining the practices of nationally recognized elementary school principals will
contribute to the growing knowledge of the leadership responsibilities and behaviors
demonstrated by effective principals; provide implications for future principal
development, preparation, training, and hiring practices; and help principals do a better
job in their role as instructional leaders, which may ultimately have a positive impact on
student achievement.
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Appendix A
Swey

Demogravhic Information

Principal Characteristics
1. Gender:

M

-F

2. Age Group:
21-30

3 1-40

3. Current Education Level:

-Bachelors Degree -Masters Degree

-Doctorate Degree

4. How many years have you sewed as an administratorlprincipal?
0-5

6-10

11-15

16-20

21+

5. How many years have you sewed as principal of this school?
0-5

6-10

11-15

16-20

21+

Demogravhic Information
School Characterktiss
6. Number of students in your school:
0 - 2 4 9

-250-499

-500-749

-750-999

-1 OOO+

7. How do you classify the community your school is located in?
R u r a l

-Suburban

-Urban

8. Approximate percentage of students on free or reduced lunch (circle answer):
0-10

11-20

21-30

3 1-40

41-50

5 1-60

61-70

71-80

81-90

91-100

9. Approximate percentage of student body representing each of the following
ethnic groups:
AfricanAmerican

Hispanic I Latino

Caucasian

-Asian

-American Indian

-Hawaiian I Pacific Islander

-Other
10. Has your school met AYP requirements for the past two years?
Y

e

s

-No

Leadership Survey
Directions: For each item below, please check the box that best reflects which leadership
responsibilities and behaviors identified by Waters, Marzano, and McNulty (2003), you
consider most imvortant when meeting the rigorous high-stakes standards and
accountability meashes implemented by the No ~ h iLeft
i ~ e h i n dAct.

Leadership Responsibility / Behavior

I

1 1 Change Agent (Willing to actively challenge the status quo.)
2 ( Communication (Establishing strong lines of communication with [
teachers and students.)
3 1 Culture (Fostering shared beliefs and a sense of community and
cooperation.)
4 1 Flexibilitv
, (Adavtine leadership behavior to the needs of the
( current situation and being comfortable with dissent.)
5 1 Ideals/Bcliefs (Communicating
- and operating- from strong- ideals 1
and beliefs about schooling.)
6 1 Input (Involving teachers in the design and implementation of
imponant decisions and policies.)
7 1 Intellectual Stimulation (Ensuring that faculty and staff arc aware I
( of the most current theories and practices and making the
discussion of these a regular aspect of the school's culture.)
8 1 Knowledge of Curriculum, Instruction, and Assessment (Being
knowledgiable
about c&nt curriculuk, instruction, and
( assessment practices.)
9 1 Monitoring/Evaluating
- (Monitoring the effectiveness of school
practices i d their impact on s t u d i t learning.)
10 1 Optimizer (Inspiring and leading new and challenging
innovations.)
11 ( Order (Establishing a set of standard operating procedures and

I
I

1

~

. -

1
I

(

1

I
1

I
I

1

- 1

1
1

Directions: For each item below, please check the box that best reflects the influence the
rigorous high-stakes standards and accountability measures implemented by the No Child
Lefi Behind Act have had on vour effectiveness to execute the leadership responsibilities
and behaviors identified by witers, Marzano, and McNulty (2003).

Leadership Responsibility 1 Behavior

Change Agent
Consciously challenges the status quo.
Is comfortable leading change initiatives with
uncertain outcomes.
Systematically considers new and better ways of
doing things.
Communication
0
Is easily accessible to teachers and staff.
0
Develops effective means for teachers and staff to
communicate with one another.
0
Maintains open and effective lines of communication
with teachers and staff.
Culture
Promotes cooperation among teachers and staff.
Promotes a sense of well-being.
Promotes cohesion among teachers and staff.
0
Develops a shared vision.
Flexibility
Is comfortable with major changes.
0
Encourages people to express opinions that may be
contrary to those held by individuals in positions of
authority.
Adapts leadership style to needs of specific
situations, and can be directive or non-directive as the
situation warrants.
[dealsIBeliefs
Holds strong professional ideals and beliefs about
schooling, teaching, and learning.
Shares ideals and beliefs about schooling, teaching,
and learning with teachers, staff, and parents.

Leadership Responsibility / Behavior
Input
Provides opportunities for input fiom teachers and
staff on all important decisions.
Provides oppdrtunities for teachers and staff to be
involved in policy development.
Intellectual Stimulation
Stays informed about current research and theory
regarding effective schooling.
Continually exposes teachers and staffto cutting edge
ideas about how to be effective.
Knowledge of Curriculum, Instruction, and Assessment
Is knowledgeable about curriculum and instructional
practices.
Is knowledgeable about assessment practices.
Provides conceptual guidance for teachers regarding
effective classroom practice.
MonitoringlEvaluating
0
Monitors and evaluates the effectiveness of the
curriculum, instruction, and assessment.
Optimizer
Inspires teachers and staffto accomplish things that
might seem beyond their grasp.
Portrays a positive attitude about the ability of
teachers and staff to accomplish substantial things.
Is a driving force behind major initiatives.
Order
Provides and enforces clear structures, rules, and
procedures for teachers, staff, and students.
Establishes routines regarding the running of the
school that teachers and staff understand and follow.
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2009 National Distinguished Principals
Arizona
Mr. Paul D. Bower
Oakwood Elementary School
12900 North 71st Street
Peoria, AZ 8538 1
623-412-4725
pbower@peoriaud.kl2.az.us

Delaware
Mrs. Christine M. Alois
Nellie Hughes Stokes Elementary
3874 Upper King Road
Dover, DE 19904
302-697-3205 Fax: 302-697-4029
christine.alois@cr.k12.de.us

Arkansas
Mrs. Maribel T. Childress
Monitor Elementary School
3955 East Monitor Road
Springdale, AR 72764
479-750-8749 Fax: 479-756-8262
mchildress@sdale.org

District of Columbia
Ms. Cheryl B. Warlev
J. 0. Wilson Elementary
660 K Street, NE
Washington, DC 20002
202-698-4733
cheryl.warley@dc.gov

California
Dr. Angel J. Barrett
Plummer Elementary School
9340 Noble Avenue
North Hills, CA 91343
818-895-2481
abarr5@lausd.net

Delaware
Mrs. Christine M. Alois
Nellie Hughes Stokes Elementary
3874 Upper King Road
Dover, DE 19904
302-697-3205 Fax: 302-697-4029
christine.alois@cr.k12.de.u.s

Colorado
Mrs. Kav L. Collins
South Elementary School
305 South 5th Avenue
Brighton, CO 80601
303-655-2601 Fax: 303-655-2649
Kcollins@sd27j.org

District of Columbia
Ms. Chervl B. Warlev
J. 0. Wilson Elementary
660 K Street, NE
Washington, DC 20002
202-698-4733
cheryl.warley@dc.gov

Connecticut
Dr. Marcia S. Elliott
West Stafford School
153 West Stafford Road
Stafford Springs, CT 06076
860-684-3181
elliottm@stafford.ctschool.net

Florida
Dr. Chew1 A. McKeever
Crosspointe Elementary School
3015 S. Congress Avenue
Boynton Beach, FL 33426
561-292-4100

McKeeve@palmbeach.k12.fl.us

2009 National Distinguished Principals
Georgia
Mr. Lee R. Adams
Parklane Elementary School
2809 Blount Street
East Point, GA 30344
404-669-8070
AdamsL@fultonschools.org

Iowa
Mrs. Victoria L. Connelly
Garfield Elementary School
1409 Wisconsin Street
Muscatine, IA 52761
563-263-6079 Fax: 563.263.1030
vlconnel@muscatine.k12.ia.us

Hawaii
Ms. Carmielita A. Minami
Waikele Elementary School
94- 1035 Kukula Street
Waipahu, HI 96797
808-677-6100
cm-minami@WAIKELE/HIDOE
@notes.kl2.hi.us

Kansas
Mrs. Kim C. Christner
Garfield Elementary School
135 High
Augusta, KS 670 10
3 16-775-6601
kchristner@usd402.com

Idaho
Mr. William A. Brulotte
Perrine Elementary
452 Caswell Avenue W
Twin Falls, ID 83301
208-733-4288 Fax: 208-733-7881
brulottewi@tfsd.kl2.id.us

Kentuck
Mrs. Stephanie D. Sullivan
Graves County Central Elementary
2262 State Route 121 North
Mayfield, KY 42066
270-328-4901 Fax: 270-247-4626
stephanie.sullivan@graves.kyschools.us

Illinois
Mr. Michael J. Russell
Rock Island Intermediate Academy
2 100 6th Avenue
Rock Island, IL 61201
309-793-5970
mike.russell@risd41.org

Louisiana
Mrs. Stephanie Jill Portie
LeBleu Settlement Elementary
6509 Hwy. 3059
Lake Charles, LA 70615
337-582-6859 Fax: 225-582-6789
jill.portie@cpsb.org

Indiana
Mr. Anthony M. Strangeway
Sugar Creek Elementary School
2337 S 600 W
New Palestine, IN 46163
3 17-861-6747 Fax: 317-861-2656
tstrangeway@newpal.kl2.in.us

Maine
Mrs. Jane E. White-Kilcollins
Hilltop Elementary School
19 Marshall Avenue
Caribou, ME 04736
207-493-4250
jkilcollins@mail.caribouschools.org
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Maryland
Dr. Dana M. McCauley
Crellin Elementary School
115 Kendall Drive
Oakland, MD 21550
301-334-4704
dmccauley@ga.k12.md.us

Missouri
Dr. Jason D. Anderson
Campbell Elementary
506 S. Grant Avenue
Springfield, MO 65806
417-523-3200 Fax: 417-523-3295
janderson@spsmail.org

Massachusetts
Mrs. Sandra K. Mitchell-Woods
Nathan Hale Elementary School
5 1 Cedar Street
Roxbury, MA 02 119
617-635-8205
smitchellwoods@boston.k12.ma.us

Montana
Mr. Charles P. Garneon
Choteau Elementary School
102 7th Avenue NW
Choteau, MT 59422
406-466-5364 Fax: 406-466-5362
csochuckg@yahoo.com

Michigan
Mr. Brian Sean Galdes
George H. Fisher Elementary
10000 Crosley
Redford, MI 48239
3 13-532-2455
galdes@southredford.net

Nebraska
Ms. Susan J. Anglemver
Wilma Upchurch Elementary
8686 South 165th Street
Omaha, NE 68136
402-894-4898
sanglemy@mpsomaha.com

-

-

Minnesota
Ms. Stacy L. DeCorsey
Jordan Elementary School
815 Sunset Drive
Jordan, h4N 55352
952-492-2336 Fax: 952-492-4446
decorst@ordan.kl2.mn.us

Nevada .
Mr. Michael D. O'Dowd
Frank J. Lamping Elementary School
2551 Summit Grove Drive
Henderson, NV 89052
702-799-1330
md0256@interact.ccsd.net

Mississippi
Dr. Janice 0 . Barton
Oak Grove Central Elementary
893 Oak Grove Road
Hernando, MS 38632
562-429-5271
ianice.barton@desotocountyschools.org

New Hampshire
Mr. John J. Stone
Rindge Memorial School
58 School Street
Rindge, NH 03461
603-899-3363 Fax: 603.899.9816
j.stone@sau47.kl2.nh.us
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New Jersey
Ms. Joan C. Zuckerman
Antheil Elementary School
339 Ewingville Road
Ewing, NJ 08638
609-538-9800 Fax: 609-883-4604
jzuckerman@ewingboe.org

Ohio
Mrs. Diane L. Kittelberger
Genoa Elementary School
5 19 Genoa Road SW
Massillon, OH 44646
330-478-6171 Fax: 330-478-6173
Kittelberger@penyl .stark.kl2.oh.m

New Mexico
Joyce A. Newman
Arroyo del Oso Elementary School
6504 Harper NE
Albuquerque, NM 87109
505-821-9393 Fax: 505-821-9060
newmanj@aps.edu

Oklahoma
Mrs. Faye M. Garrison
Hilldale Elementary School
3 15 Peak Blvd.
Muskogee, OK 74403
918-683-9167 Fax: 918-683-0556

New York
Dr. Don Stemberg
Wantagh Elementary School
1765 Beech Street
Wantagh, NY 11793
5 16-679-6480Fax: 5 16-679-6365
stembergd@wantaghschools.org

Oregon
Ms. Pamela J. Zaklan
Wilson Elementary School
1400 Johnson Street
Medford, OR 97404
541-842-3870 Fax: 541-842-3575
pam.zaklan@medford.k12.or.us

North Carolina
Mrs. DeAnna C. Finger
Tuttle Elementary School
2872 Water Plant Road
Maiden, NC 28650
828-428-3080

Pennsylvania
Mr. William P. Del Collo
Fort Washington Elementary School
I010 Fort Washington Avenue
Fort Washington, PA 19304
215-643-8961 Fax: 610.933.6471
wdelcoll@udsd.org

DeAnnaAnnaFinger@catawba.k12.nc.us
North Dakota
Ms. Gail M. Wold
Beulah Middle School
1700 North Central Avenue
Beulah, ND 58523
701-873-4325 Fax: 701-873-2844

Gail.Wold@sendit.nodak.edu

Rhode Island
Mrs. Nancv A. Nettik
West Kingston Elementary School
3 119 Ministerial Road
West Kingston, RI 02892
401-360-1 130 Fax: 401-360-1 131
nnettik@skschools.net
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South Carolina
Mrs. Camilla D. Groome
Newington Elementary School
10 King Charles Circle
Summerville, SC 29485
843-871-3230 Fax: 843-821-3981
cgroome@dorchester2.k12.sc.us

Vermont
Mr. Michael E. Friel
Oak Grove School
15 Moreland Avenue
Brattleboro, VT 05301
802-254-3740
mswfriel@myfairpoint.net

South Dakota
Dr. Jackie E. McNamara
Cleveland Elementary
1000 S. Edward Drive
Sioux Falls, SD 57103
605-367-6150

Jackie.McNamara@kl2.sd.us

Virginia
Mr. Brian M. Hull
Colin L. Powell Elementary School
13340 Leland Road
Centreville, VA 20120
571-522-6000
Brian.Hull@fcps.edu

Tennessee
Mr. Rick A. Wilson
John Sevier Elementary School
2001 Sequoyah Avenue
Maryville, TN 37804
865-983-8551 Fax: 865-977-0725
RWilson@ci.maryville.tn.us

Washington
Mr. Bruce A. Cannard
Edison Elementary
201 S. Dawes
Kennewick, WA 99336
509-222-5500 Fax: 509-222-5501
bruce.cannard@ksd.org

Texas
Mr. Kenneth D. Davis
Hillman Forest McNeill Elementary
7300 South Mason Drive
Richmond, TX 77407
832-223-2800
Kdavis@lcisd.org

West Virginia
Mr. Dean M. Warrenfeltz
Winchester Avenue School
650 Winchester Avenue
Martinsburg, WV 25401
304-267-3570 Fax: 304-257-3572

Utah
Miss Jodv A. Schaav
Antelope Elementary
1801 S. Main Street
Clearfield, UT 84015
501-402-2100
schaap@dsdmail.net

Wisconsin
Mrs. Roberta Jean Schmidt
Richmond Elementary School
1441 E. John Street
Appleton, WI 5475 1
920-832-5779

dwarrenf@access.kl2.wv.us

schmidtroberta@aasd.k12.wiwiur

2009 National Distinguished Principals
Wyoming
Mrs. Marv Jo Chouinard
Rendezvous Elementary School
121 North Fiflh Street West
Riverton, WY 82501
307-857-7070Fax: 307-857-6124
miochoui@fremont25.kl2.wv.us

2008 National Distinguished Principals
Alabama
Mr. Robert D. Owen
Rockwell Elementary School
10183 Highway 31
Spanish Fort, AL 36527
25 1-626-5528 Fax: 25 1-621-7206
rowen@bcbe.org

Colorado
Dr. Hollv M. Hultmen
Lafayette Elementary School
101 N. Bermont
Lafayette, CO 80026
303447-5465 Fax: 303-665-1848
holly.hultgren@bvsd.org

Alaska
Mrs. Barbara Pile
Hunter Elementary School
1630 Gillam Way
Fairbanks, AK 99701-6048
907-456-5775 Fax: 907-452-8891
bpile@northstar.kl2.ak.us

Connecticut
Mrs. Norma M. Fisher-Doiron
Southeast Elementary School
134 Warrenville Road
Mansfield Center, CT 06250
860-423-1611 Fax: 860-423-0610
fisherdoironnj@mansfieldct.org

Arizona
Mrs. Lee K. Nelson
Scon Libby Elementary School
553 Plaza Circle
Litchtield Park, AZ 85302
623-535-6216 Fax: 623-935-7803
nelson@lesd.kl2.az.us

Delaware
Mrs. Richelle F. Talbert
Henry M. Brader Elementary School
107 Four Seasons Parkway
Newark, DE 19702
302-454-5959 Fax: 302-454-5459
talbertr@christina.kl2.de.u~

Arkansas
Mrs. Sherrie D. Bavles
Springdale Public Schools
800 East Emma
Springdale, AR 72764
479-750-8880
sbayles@sdale.org

District of Columbia
Mr. Wayne Rvan
Crosby S. Noyes Elementary School
2725 10th Street, NE
Washington, DC 20018
202-281-2580 Fax: 202-576-7397
wayne.ryan@dc.gov

California
Mr. Richard S. Judd
Loomis Grammar School
3505 Taylor Road
Loomis, CA 95650
916-652-1824 Fax: 916-652-1826
rjudd@lommis-usd.kl2.ca.u~

Georgia
Mrs. Jean Preston Miller
Cleveland Elementary School
190 Lester Road
Fayetteville, GA 30215-4928
770-716-3905 Fax: 770-716-3909
miller.jean@fcboe.org

2008 National Distinguished Principals
Hawaii
Mrs. Ruth L. Silberstein
Palolo Elementary School
2 106 10th Avenue
Honolulu, HI 968 16
808-733-4700 Fax: 808-733-4708
ruth-silberstein@notes.kl2.hi.us

Kansas
Mrs. Sandy K. Almos
Edith Scheuerman Elementary
1901 Wilcox Avenue
Garden City, KS 67846-3964
620-276-5240 Fax: 620-276-5327
salmos@gckschools.com

Idaho
Mrs. Deborah K. Long
Betty Kiefer Elementary
P.O. Box 130,13898 N. Schooner Street
Rathdrum, ID 83858
208-687-5206 Fax: 208-687-3692
dlong@lakeland272.org

Kentucky
Ms. Jo Price Craven
Piner Elementary
2845 Rich Road
Morning View, KY 41063
859-356-2155 Fax: 859-356-6203
jo.craven@kenton.kyschools.us

Illinois
Mr. William C. Barney
Reed School
14939 W. 143rd Street
Lockport, IL 60491
708-301-0692 Fax: 708-301-6501
wbarney@d92.org

Louisiana
Mrs. Nancy D. Rials
Forest Hill Elementary
15 Hwy. 497 South
Forest Hill, LA 71430
3 18-748-6844 Fax: 3 18-748-6848
rialsn@rapides.k12.la.us

Indiana
Glenda Sue Reis
S. Ellen Jones School
600 E. Eleventh Street
New Albany, IN 47150
8 12-949-4306 Fax: 812-949-6954
sreis@nafcs.kl2.in.us

Maine
Mr. Garv P. Oswald
Mt. Blue Middle School
269 Middle Street
Farmington, ME 04938
207-778-351 1 Fax: 207-778-5810
Goswald@msad9.org

Iowa
Mrs. Nancy Hayes Gardner
West Elementary School
111 W. 7th Street
West Liberty, IA 52776
3 19-627-4243 Fax: 3 19-627-2011
NGardner@wl.kl2.ia.us

Maryland
Mrs. Carol L. Leveillee
Mary B. Neal Elementary School
12105 St. Georges Drive
Waldorf, MD 20602
301-638-2617 Fax: 301-638-4054
cleveillee@ccboe.com

-
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Massachusetts
Mrs. Leslie J. Clark-Yvon
Franklin Avenue School
22 Franklin Avenue
Wesffield, MA 01085-2330
413-572-6424 Fax: 413-564-3156
l.clark@schoolsofwestfield.org

Mr. James H. O'Neill
Margaret Leary Elementary
1301 Four Mile Vue Road
Butte, MT 59701
406-533-2550 Fax: 406-533-2560
oneilljh@butte.kl2.mt.us

Michigan
Dr. Stevhen A. Anderson
Amerman Elementary School
847 N. Center
Northville, MI 48 167
248-344-8405 Fax: 248-380-4019
andersst@northville.k12.mi.us

Nebraska
Mr. J e w A. Bergstrom
Pershing Elementary School
1104 N Tyler
Lexington, NE 68850-1744
308-324-3765 Fax: 308-324-2665
jbergst@esulO.org

Minnesota
Dr. Gail M. Swor
Poplar Bridge Elementary
8401 Palmer Avenue South
Bloomington, MN 55437-1337
952-68 1-5450 Fax: 952-68 1-5401
gswor@bloornington.k 12.mn.u~

Nevada
Mrs. Lisa H. Primas
Culley Elementary School
1200 North Mallard
Las Vegas, NV 89108
702-799-4800 Fax: 702-799-061 1
Ihp327@interact.ccsd.net

Mississippi
Dr. Lisa B. Lucius
North Pontotoc Elementary School
8324 Highway 15 North
Ecru, MS 38841
562-489-5613
Ilucius@pcsd.kl2.ms.us

New Hampshire
Mr. Daniel J. LaFlew
Ernest P. Barka Elementary School
21 Eastgate Road
Deny, NH 03038
603-434-2430 Fax: 603-432-2305
dlafleur@deny.kl2.nh.us

Missouri
Dr. Donna L. Jahnke
Reed Elementary School
3060 Ladue Road
St. Louis, MO 63 124
3 14-991-1456 Fax: 314-994-3981
Jjahnke@ladue.kl2.mo.us

New Jersey
Ms. Effie S. Jenkins-Smith
Washington Avenue Elementary School
225 W. Washington Avenue
Pleasantville, NJ 08232
609-383-6865 Fax: 609-383-1976
Jenkins-Smith@pps-nj.us
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New Mexico
Mr. Raul C. Sanchez
Ruth N. Bond Elementary
5 County Road 6575
Kirtland, NM 87417
505-598-5I78 Fax: 505-598-9507
sancr@centralschools.org

Oklahoma
Sandra L. Kent
Woodrow Wilson Elementary
245 NE Spruce
Bartlesville, OK 74006
918-335-1 177 Fax: 918-335-6313
kentsl@bps-ok.org

New York
Mr. Thomas Komp
Boulevard Elementary School
56 East Blvd.
Gloversville, NY 12078
5 18-775-5740
tkomp@gloversvilleschools.org

Oregon
Ms. Anita M. Harris
Hogan Cedars Elementary School
1770 SE Fleming Avenue
Gresham, OR 97080-6397
503-674-6100 Fax: 503-674-6401
anita-harris@gbsd.gresham.k12.or.u~

North Carolina
Mrs. Lori D. Howard
Clyde Erwin Elementary
323 New River Drive
Jacksonville, NC 28540
910-347-1261 Fax: 910-989-2034
lori.howard@onslow.k12.nc.us

Pennsylvania
Mr. Patrick M. Graczyk
Grandview Elementary School
101 E. Ninth Avenue
Tarenturn, PA 15084
724-224-0300 Fax: 724-224-3 178
pgraczyk@golde~ams.com

North Dakota
Mr. David M. Hanson
Wyndmere Public School District #42
101 Date Avenue
Wyndmere, ND 58081
701-439-2287 Fax: 701-439-2804
D.Hanson@sendit.nodak.edu

Rhode Island
Mr. Michael A. Lazzareschi
Dr. Martin Luther King Jr. Elementary
35 Camp Street
Providence, RI 02906
401-456-9398
.
michael.lazzareschi@ppsd.org

Ohio
Dr. M. Beth Johnson-Christoff
Toth Elementary
200 East Seventh Street
Penysburg, OH 4355 1
419-874-3 123
bchristoff@penysburgschools.net

South Carolina
Ms. Michelle A. Wilson
St. James-Gaillard Elementary School
1555 Gardensgate Road
P.O. Box 250, Eutawville, SC 29048
803-492-7927 Fax: 803-492-3728
wilsonm@obg3.kl2.sc.us

-

'
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South Dakota
Mr. Norman C. Graham
Sturgis Elementary School
1119 Third Street
Sturgis, SD 57785-6911
605-347-2386 Fax: 605-347-3769
ngraham@meade.kl2.sd.us

Virginia
Dr. Linda S. Haves
Pembroke Elementary School
4622 Jericho Road
Virginia Beach, VA 23462
575-473-5025 Fax: 757-473-5624
linda.hayes@vbschools.com

Tennessee
Dr. Barbara Corso Ide
John F. Kennedy Middle School
5832 Pettus Road
Antioch, TN 37013
615-941-7517 Fax: 615-941-7521
barbara.ide@mnps.org

Washington
Mrs. Paula Crews Bond
Bryant Montessori School
717 South Grant Avenue
Tacoma, WA 98405
253-571-1383 Fax: 253-571-1127
pbond@tacoma.kl2.wa.us

Texas
Mrs. Michelle M. Aube-Barton
Chester E. Jordan Elementary
3451 Rich Beem
El Paso, TX 79938
915-937-8801 Fax: 915-937-8889
maube@sisd.net

West Virginia
Mr. Michael D. White
Holden Central Elementary
Box M
Holden, WV 25625
304-239-2067 Fax: 304-239-2514
mdwhite@access.k12.~.us

Utah
Dr. Helene H. Van Natter
Vae View Elementary School
1750 West ,1600North
Layton, UT 84041
801-402-2800 Fax: 801-402-2801
hvannatter@dsdrnail.net

Wisconsin
Mrs. Nanette L. Bunnow
Franklin Elementary School
2212 North Jarchow Street
Appleton, WI 5491 1
920-832-6246 Fax: 920-832-4464
bunnownanette@aasd.k12.wi.u~

Vermont
Mr. Wayne T. Cooke
Fair Haven Grade School
103 North Main Street
Fair Haven, VT 05743
g02-265-3883 Fax: 802-265-2343
wcooke@arsu.org

Wyoming
Mrs. Vesta E. Demester
Aspen Elementary
P.O. Box 6002
Evanston, WY 82931-6002
307-789-3106 Fax: 307-789-6338
vdemester@uintal.k12.wy.us

2007 National Distinguished Principals
Alabama
Dr. Lilli Land
Auburn Early Education Center
72 1 East University Drive
Auburn, AL 36830
Tel: 334-887-4950 Fax: 334-887-2139
llmd@~burnschools.org

Colorado
Ms. Judith M. McCollum
Katharine Lee Bates Elementary
702 Cragmor Street
Colorado Springs, CO 80907
Tel: 719-328-5400 Fax: 719-260-8827
mccoljs@dl 1.org

Kodiak, AK 99615
Tel: 907-481-6500 Fax: 907-481-6560
rfriedOl @kodiakschools.org

Delaware
Mrs. Julianne C. Pecorella
Maple Lane Elementary School
100 Maple Lane
Clayrnont, DE 19703
Tel: 302-792-3906 Fax: 392-792-3941
julianne.pecorella@bsd.k12.de.u~

Arkansas
Dr. Debbie St. Cvr Davis
Bayyari Elementary
2199 Scottsdale Street
Springdale, AR 72764
Tel: 479-750-8760 Fax: 479-750-8762
ddavis@sdale.org

District of Columbia
Dr. Gladys Irene Camv
Thomson Elementary School
1200 L Street N.W.
Washington, D.C. 20005
Tel: 202-898-4663 Fax: 202-442-8706
gladys.camp@kl2.dc.us

California
Mrs. Mona R. Miller
Woodson Elementary School
N 150 Toomes Avenue
Coming, CA 96021
Tel: 530-824-7720 Fax: 530-824-7745
mmiller@tehamaed.org

Florida
Mrs. Lisa S. Yost
Yvonne T. McKitrick Elementary
5503 Lutz Lake Fem Road
Lutz, FL 33558
Tel: 813-558-5430 Fax: 813-558-5431
Lisa.Yost@sdhc.k12.fl.us

Connecticut
Mrs. Gina A. Wells
John C. Daniels School
569 Congress Avenue
New Haven, CT 065 19
Tel: 203-691-3600 Fax: 203-691-3605
gina.wells@new-haven.kl2.ct.u~

Georgia
Mrs. Ronda B. Kieffer
Silver City Elementary
6200 Dahlonega Hwy.
Cumming, GA 30040
Tel: 678-965-5020 Fax: 678-965-5021
bkieffer@forsyth.k12.ga.us
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Hawaii
Mr. Mitchell H. Otani
Kaneohe Elementary School
45-495 Kamehameha Highway
Kaneohe, HI 96744
Tel: 808-233-5633 Fax: 808-235-9185
mitchell-otani@notes.k12.hi.us

Iowa
Mrs. Kathleen McAleer Revner
School Administrators of Iowa
12199 Stratford Drive
Clive, 1.4 50325-8146
Tel: 515-267-1 115 Fax: 515-267-1066
ksreyner@mchsi.com

Idaho
Mrs. Karen M. Pvron
Arco Elementary School
250 Sunset Drive
Arco, ID 83213
Tel: 208-527-8503 Fax: 208-527-3420
pyrokare@dl 11.kl2.id.us

Kentucky
Mr. Bill Jones
South Elementary
406 West 17th Street
Corbin, KY 40701
Tel: 606-528-16s 1 Fax: 606-523-3615
bill.jones@corbin.kyschools.us

Illinois
Mr. Grant K. Seaholm
Spencer Loomis Elementary
1 Hubbard Lane
Hawthorn Woods, IL 60047
Tel: 847-719-3300 Fax: 847-719-3320
grant.seaholm@LZ95.org

Louisiana
Mrs. Pamela F. Landry
Johnston Street Elementary
400 Johnston Street
New Iberia, LA 70560
Tel: 337-369-3560 Fax: 337-369-9301
palandry@iberia.k12.la.us

Indiana
Mr. Bruce D. Hull
Dayton Elementary School
730 College Street
Dayton, IN 47941
Tel: 765-447-5004 Fax: 765-448-6212
bhull@tsc.kl2.in.us

Maine
Mrs. Katherine Q. Grondin
Sherwood Heights School
32 Sherwood Drive
Auburn, ME 042 10
Tel: 207-783-8526 Fax: 207-784-1574
kgrondin@aubumschl.edu

Kansas
Mr. Edward D. Albert
North Fairview Elementary School
1941 NE 39th Street
Topeka, KS 66617
Tel: 785-286-8500 Fax: 785-286-8503
ealbert@usd345.com

Maryland
Ms. Irma Elizabeth Johnson
Dallas F. Nicholas, Sr. Elementary
201 E. 21st Street
Baltimore, MD 21218
Tel: 410-396-4525 Fax: 410-396-5975
jjohnson@bcps.k12.md.us
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Massachusetts
Mrs. Rosalie M. Tashiian
Francis J. Muraco Elementary School
33 Bates Road
Winchester, MA 01890
Tel: 781-721-7030 Fax: 781-721-0244
rtashjian@winchester.k12.ma.u~

Montana
Mr. Phillip Dubv Santee
Hamilton Public Schools
2 17 Dalv Avenue
~amilto;, MT 59840-2827
Tel: 406-363-2280 Fax: 406-363-1843
santeedasd3 .org

Michigan
Mrs. Martha A. Szvmanski
Millside Elementary School
1904 Mill Street
Algonac, MI 48001
Tel: 8 10-794-8880 Fax: 8 10-794-8870
mszymanski@algonac.k12.mi.us

Nebraska
Mr. David M. Ludwig
Wisner-Pilger Public Schools
801 18 St. POB 580
Wisner, NE 68791
Tel: 402-529-6465 Fax: 402-529-6460
dludwig@esu2.org

Minnesota
Mrs. Jolene M. Landwer
Greenway Elementary Schools
200 Cole Avenue
Coleraine, MN 55722
Tel: 218-245-6601 Fax: 218-245-6602
JoleneLandwer@greenway.kl2.mn.us

Nevada
Dr. Michele Collins, Ed. D.
Swope Middle School
901 Keele Drive
Reno, NV 89509
Tel: 775-333-5330 Fax: 775-333-5083
mcollins@washoe.kl2.nv.us

Mississippi
Dr. Roma R. Windham Monis
Pearl Lower Elementary
160 Mary Ann Drive
Pearl, MS 39208
Tel: 601-932-7976 Fax: 601-932-7978
nnorris@pearl.kl2.ms.us

New Hampshire
Dr. Steven T. Kellev
Inter-Lakes Elementary School
2 1 Laker Lane
Meredith, NH 03253
Tel: 603-279-7968 Fax: 603-279-6344
skelley@interlakes.org

-

-

-

-

Missouri
Mrs. Jeanne A. Cavender
Santa Fe Trail Elementary
1301 South Windsor Avenue
[ndependence, MO 64055
rel: 816-521-2730 Fax: 816-521-2732
icavender@indep.k12.mo.us

New Jersey
Dr. Mary M. Orr
Abraham Lincoln School
325 Mason Avenue
Wyckoff, NJ 07481
Tel: 201-848-5720 Fax: 201-891-1607
morr@wyckoffschools.org

-

-

2007 National Distinguished Principals
New Mexico
Mrs. Mildred M. Chavez
Katherine Gallegos Elementary
236 Don Pasqual Road
Los Lunas, NM 8703 1
Tel: 505-865-6223 Fax: 505-866-2159
mm.chavez@llschools.net

Oklahoma
Dr. Joseph M. Pierce
West Field Elementary School
17601 N. Pennsylvania Ave.
Edmond, OK 73003
Tel: 405-340-2285 Fax: 405-330-7364
joe.pierce@edmondschools.net

Mrs. Bonnie L. Trvon
William H. Golding
- Elementary School
177 Golding Drive
Cobleskill, NY 12043
Tel: 5 18-234-3533 Fax: 5 18-234-9845
tryonb@crcs.kl2.ny.us

oreion
Mrs. Sara E. Johnson
Grandhaven Elementary School
3200 NE McDonald Lane
McMinnville, OR 97128
Tel: 503-565-4750 Fax: 503-565-4755
sjohnson@msd.kl2.or.us

-

North Carolina
Mrs. Whitnev C. Bisbing
Moyock Elementary School
255 Tulls Creek Road
Moyock, NC 27958
Tel: 252-435-6521 Fax: 252-435-6351

-

-

-

-

wbisbing@cumtuck.k12.nc.us

Pennsylvania
Ms. Kathrvn Taylor
Grandview Elementary School
80 Grandview Avenue
Momsville, PA 19067
Tel: 215-736-5280 Fax: 215-736-5281
ktaylor@mv.org

North Dakota
Mrs. Sheny B. Lervick
Watford City Elementary School
Box 589
Watford City, ND 58854
Tel: 701-444-2985 Fax: 701-444-2986
lervick@watford.city.k12.nd.us

Rhode Island
Mrs. Margaret M. Knowlton
Saylesville Elementary School
50 Woodland Street
Lincoln, RI 02865
Tel: 401-723-5240 Fax: 401-722-1090
knowltonm@lincolnps.org

Ohio
Ms. Man, Hav
Coldwater Elementary School
3 10 N. Second Street
Lloldwater, OH 45828
I'el: 419-678-2613 Fax: 419-678-3100
Ilaym@cw.noacsc.org

South Carolina
Mrs. Man, B. Reynolds
W.B. Goodwin Elementary
5501 Dorchester Road
North Charleston, SC 29418
Tel: 843-767-5911 Fax: 843-767-5929
mary~reynolds@charleston.kl2.sc.us

2007 National Distinguished Principals
South Dakota
Mrs. Ruth A. Claws
Badger Clark Elementary School
401 Don Williams Drive
Box Elder, SD 57719
Tel: 605-923-0080 Fax: 605-923-0081
rclaeys@dsdkl2.net

Virginia
Mrs. Susan C. Reynolds
Herman L. Horn Elementary
1002 Ruddell Road
Vinton, VA 24179
Tel: 540-857-5007 Fax: 540-857-5062
sreynolds@rcs.kl2.va.us

Tennessee
Mrs. Teresa A. Dennis
Ruby Major Elementary School
5 141 John Hager Road
Hermitage, TN 37076
Tel: 615-232-2203 Fax: 615-232-7108
teresa.dennis@mnps.org

Washington
Miss Cheryl L. Boze
Odyssey Elementary
13025 17" Avenue West
Everett, WA 98204
Tel: 425-356-1254 Fax 425-710-4317
bozecl@mukilteo.wednet.edu

Texas
Ms. Diane R. Parks
Taylor Ray Elementary
26 11 Avenue N
Rosenberg, TX 77471
Tel: 832-223-2400 Fax: 832-223-2401
dparks@icisd.org

West Virginia
Mrs. Dreama S. Bell
Stanaford Elementary School
950 Stanaford Road, Box 19
Stanaford, WV 25927
Tel: 304-256-4626 Fax: 304-256-4587
dsbell@access.kl2.wv.us

Utah
Mrs. Kathleen B. Petersen
Santa Clara Elementary School
2950 West Crestview
Santa Clara, UT 84765
Tel: 435-628-2624 Fax: 435-628-3785
kpetersen@sces.washk12.org

Wisconsin
Mrs. M. Lourdes Castillo-Uribe
Escuela Vieau School
823 South 4" Street
Milwaukee, WI 53204
Tel: 414-902-6100 Fax: 414-902-6615
390@milwaukee.k12.wi.us

Vermont
Mr. James G . Taffel
Barre City Elementary and Middle
50 Parkside Terrace
Barre, VT 05641
Tel: 802-476-6541 Fax: 802-476-1492
jtaffbce@u6l .net

Wyoming
Ms. Janet E. Materi
Arp Elementary School
1216 Reiner Court
Cheyenne, WY 82007
Tel: 307-771-2365 Fax: 307-771-2368
materij@lararniel .kl2.wy.us
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Seton Hall Unimity
tnstitutlonal Review Eioard
Date

Approval Date
Dear Elementary School Principal:
1 am currently enmlled at Seton Hall

program as a doctoral student in the
Depanmeut ol'Education
your participation in a
pmctices ofprincipals

I

ity, South Orange, New Jersey, in the Ed. D.
Eclucation and Iluma~iServices,
md Policy. I :!m w i i ! :U~.IL. iwi!-;
dissertation study of the lcadcmhip

with Strldimt Acaden~ic
Distinguished Elementary Schuoi
purposes of tllis research are to:
school lenders when guiding
and accountahilitq measures
how instructional leailership
behaviors influencing student achievement ve changed since the implemmtztion of
KCLB, and (c) contribute to the gmwing
base reganling lcddesl?ip practices
ofprincipals that posit~vclyimpact student h~evenicnt
.4chievement: A Study
Principals in an E n of

4

Data collection will he conducted by
Distinguished Principals during the
Association of Elcmentaq School
tlml the s w c y will take no longer

school leaders recognized as Kationi~l
7,2008, and 2009 by the National
self-administered sun,ey. It is estimated
of your time to complete.

The s w c y , to which you are invited to
via this letter, will follow ;ln identical
$ h : z t f e a!i
~ pxficipa;:t~.it KX &:gin
yo~iLo idutiify the mos~in~po~mi;
Icdershipresponsihilitiesand
by Waters. Mamano, and McNulty
(?OI!Z). uhcn mcnlng thc rigurous h ~ g h - s t a ilnlrdards
b
and ; I C C O I I I I ! . I ~ I ~ I I ! I I I ~ ~ I W C S
i m d e m e n ~ ~hv~ dthe %J Cll~ld1 . 4 Behind .Act Then \ U U wll bc dshd k t idcn~iii
,IIOW
..
your e.ffectivenessto execute the leadoship

LcA Behind Act. Tbc last part
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Participation in the research Study is voluntary. By campletingibe survey instrument,
you are consenting lo pmicipate in theresearch study. The inabilily or refusal to
.oarticioale or lo iscontinuc &ticination at anv time-will involve no oenaltv or loss of
bcncfits to which the participant is othem&c entitlLul. You may choose to discontinue
your paniciparion at mv point. The survey will hccorne pan of the analysis of the data of
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You will be identified hy participant number only. The researcher will msin!ain
complete confidentiality regaling your pdnicipation. Parlicipsnts will be identified as
Principal Parlicipant #I, #2, il3, and so on.

Data will not be storcd elcc~o~~ically
m hard drives of laptops or tlcsktop contputcrs. If
storal elcctronicallv. data will only be stored on a USB memory key. Dau will be
secured in a lackrdfile cabinet. The researcher and the researcher's advisor. Ih.Barbara
Stroben. College of Education and Human Rcsounes, Seton llall ilnivursity, South
Oranse. New Jersev. will have m e s s to the dam. No other individuals will have access
to t h e m s x c h data. The data will be kept for tive years a d then destroyed.
If you have any questions. plense contact me at 973-697-2414, exl. 5650, or rhrough e
mail u mvalenti@efitwp.org Thank you for your time and cm~sidomtion.
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Dciy Mr. Valenti,
?he Seton Hall University Institutional Review Board has reviewed the iuformuuon you
have submitled addressing the concerns for your proposal entitled "Leadership
Responsibilities Associated with Student Academic Achievement: A Study of the
Perspectives of National Distinguished Elementary School Principals in an Era of High
Stakes Accountability". Your research protocol is hereby approved as revised througti
exempt review. The IRB rcscmes the right to recall the proposal at any time for full
review.
Please note that, where amficable, subjects must sign and must be given a copy of the
Seton Hall University current stamped Let& of Solicitation or Consent Form before the
subjects' participation. All data, as well a7 the investigator's copies of the signed
Consent Forms, must be retained by the principal investigatar for a period of at least three
years following the termination of the project.
Should you wish to make changes to the IRB approved procedures, the following
materials must be submitted for 1RD rcvieu, and be approved by the IRB prior to bcing
instituted:
Desctiption of proposed revisions:
If applicuhlc, any new or revised materials, such as recmitment fliers, letters to
subjects. or wnsrnt documents; and
l/opplicuhle, updated leiters of approval from cooperating institutions and IRBs.
At the present time, there is no nced lor further action on your part with the 1RB

In hurmony withfederal regulations, none of the invesfigutor.sor research stu~involwd
in the sttidy took purl in thejnal decision.
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Mary F. Ruzicka Ph.D.
~miessor
Director, Institutional Review Board
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Dr. Barbara Strobrt

Pleax review Scton H d Univmitv 1KWr Polic*~sod Proeedurcr on wcbsiv (http;l/-:w.p~ovo~.~Lu.edu/iXB~
fgr mom i n f ~ r n a & ~ Please note rhe following rcyuirrmenco:

approval mly be withdrawn pending Iurthu review by the he,
h a d m e n u : If yrm al& to chvtgc any l r p m of this study, pleve comnurniutr your ceguerr in wriring (with
r e v i d copies of dx protocol &/or infarmd Eonnent where appliubk d the heendmutt Form) to dtc he
Director. The new proceduces rumor h! initiated until you recrirr fRB approval.
Com~lctionof Studv: P ~ J Snotify
C
%con I i d Uniwmity's IRB Dirmor in wiriring u soon ar dte rnesrch hu
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Ic h the-principd invcstiptor'r repo&ibiity to mzincain IRR approval. A &timing Revkw Form
rill bc miled to you prior ro your initid appnrvrl mnivenzry dne. Naue: No rernreh nu7 k conducted (excepr
ro prevent immedixc hrznrdr to subjcur), no data collncd, nor m y mbjrns enrolled afcer the enpii&a dlu.
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PRWECT TITLE:
Perspectives of NaBanai DisUnguished Elementary School Principals in an Era of High Stakes Acwuntabili

CERTlilCATIONSTATEMENT:
In making this application, l(we) cenify that l ( w ) have read and understand the University'spolicies and pmcedures
governing research, development and related activities invohring human subjects. I (we) shail comply with me letter
and spirit of those policies i ( w ) further acknowledge my(our) obligadon to (1) obtain wrilten approval of signiflcanl
deviations from lhe Originailyappwed prdocd BEFORE making lhme deviations, and (2) report immediateiy a0
adverse effects of the study on the subjects to the Diredor of the InsUtutional Review Board. Setan Hall University,
South Orange. NJ 07079.
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Use separate sheet of paper, necessary.-
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Permission is hereby granted to Michael Valenti to usr in his dwioral dissertation on
leadership that he is writing and presenting as part of his doctoral program the following
material which was published by McREI.:
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